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ABSTRACT 
The study examines the background and philosophy of the term 
'student-centred Learning' and its implications for the 
teacher and student, in the light of recent initiatives and 
developments in Physical Education. The evidence of recent 
research indicates that much teaching of Physical Education 
is didactic and traditional in style (Spackman 1986) thus 
the implications of student-centred learning in Physical 
Education and the subsequent necessary change of focus are 
explored through the study. 
Following an analysis of current practice and recent 
initiatives in this area in Physical Education, a framework 
and model for developing student-centred learning in 
Physical Education is proposed. This focus of learning is 
presented to professionals working in the field of Physical 
Education in schools, for their analysis and evaluations. 
The subsequent data is interpreted and evaluated and 
provides some insight into the current practice and 
philosophy of practising Physical Education teachers. 
The research indicates implications for those preparing to 
introduce change to teachers. It has implications for those 
working with teachers and highlights some of the 
difficulties and implications in initiating change or 
developments in practice for Physical Education teachers. 
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Chapter 1; Introduction to the Study 
1.1 Introduction and background to the study. 
Although one could observe a variety of teaching 
styles in any observation of a secondary school or 
college, such as 
- groupwork 
- tutor talking 
- discussion work 
- partner work and practical activities, 
and many more, there can be no doubt that for the 
most part the predominant observation would be of 
didacticism. There are many varied and complex 
reasons which account for this, Tradition plays a 
major part in perpetuating the model. Most teachers 
were trained in this manner from school and training 
college and were required to pass conventional 
examinations. It is assumed that " the teacher 
teaches", having acquired certain knowledge or 
skills with the emphasis on transmitting this to the 
learner, who learns". The focus is on the content, 
material or skills to be transmitted or acquired and 
the process is one of transfer of information from 
teacher to pupil. Most secondary-trained teachers 
have an extensive knowledge of their subject and 
rely largely on this subject expertise to establish 
a prestige with their classes, whether consciously 
or not. 
1 
Teachers need for their own security and status, to 
be seen to be in control. It is much 'safer 1 and 
far less threatening to be regarded as the provider 
of information for children the role is 
unquestioned and the status of the teacher is 
preserved. 
In this respect in the eyes of colleagues, parents 
and the wider community, a teacher has an authority 
and is in sole control of the direction of all 
learning which is important for the esteem and 
preservation of the profession. The conviction of 
the layperson that education is . merely a simple 
matter of instruction from teacher to pupil may seem 
grossly exaggerated and outdated but it would appear 
to have prompted and perpetuated the profession 1 s 
preoccupation with a didactic style over centuries. 
There are other pressures which have contributed to 
and reinforced the perpetuation of the traditional 
approach. The size of most secondary school 
classes, the length of lessons, which is often quite 
short, the shortage of resources and the demands of 
a traditional exam system have all encouraged the 
predominance of the didactic approach as this can be 
made to fit into the framework of most schools. A 
syllabus could be produced which could be checked 
through a traditional examination. Such an 
examination of knowledge and skills made the 
2 
judgement of the syllabus and thus the 
accountability of the teacher much easier to 
determine, thus the model was refined, repeated and 
reinforced. This type of examination of how far 
knowledge and skills have been successfully 
transferred to pupils is far easier than making 
judgements or assessments of individual students' 
needs and abilities. Under a didactic system, the 
needs of the individual student as the learner may 
receive little attention. Such an approach has 
increasingly incurred considerable questioning and 
criticism from a variety of sources. 
According to Dennison and Kirk (1990~ 
"At worst a pedagogy emerges which tries to 
provide answers when the potential learners have 
not yet asked the questions." (p. 5) 
HMI ( 1988) articulated their anxieties about styles 
of teaching and learning, in their report "Secondary 
Schools : An Appraisal by HMI" 
I 
" Many lessons indicated that for the majority 
of pupils learning and teaching in terms both of 
pace, content and approach, have changed little 
since 1979. Pupils continued to spend a large 
part of their time in classrooms listening or 
writing. • • • • • Lessons often contained little to 
help pupils to apply what they had learned beyond 
the classroom. Successive lessons frequently 
followed a similar sequence of activities, and 
3 
this contributed a sense of sameness and 
predictability to the pattern of the day." Cp. I~) 
It is not the intention of this study to reflect 
extensively upon historical factors, but to examine 
more carefully those new practices and developments 
within education which have prompted some movement 
towards different approaches to teaching and 
learning. Specifically, the study considers the 
implications for the development of new approaches 
within physical education. 
However a brief consideration of the historical 
background serves to illustrate the context within 
which these developments have occurred. 
It must be recognised that there have been many 
sources, inspirations and pressures which have 
shaped current thinking about educational practice. 
These could be loosely grouped as follows : 
( i) the influence of the philosophy of new 
approaches to teaching and learning from leading 
professionals and managers in education and 
training, psychology and sociology. 
(ii) the introduction and development of new 
practices and initiatives from the government, both 
within the curriculum and in terms of assessment, 
which support new, more flexible approaches to 
learning. 
4 
(iii) the experience of professionals working in 
the field in the implementation of such initiatives 
over the past ten to twenty years. 
1.2 An exploration of developments in active approaches 
to learning within education. 
From early writings, crystalised in the work of the 
ancient Chinese philosopher, Lao tus, 
"When the best leader's work is done, 
The people say 
'We did it ourselves' ", 
the 'humanist' school of thought has had impact upon 
educators. Psychologists such as Rogers ( 1979) have 
had considerable influence with the 'humanist' 
philosophy, of education, with its emphasis upon 
personal involvement which is evaluated by the learner 
himself and typifies the humanistic approach to 
learning. 
Similarly Combs (1976), writes of learning as a 
subjective matter, having to do with what goes on in 
the personal experience of the student. He 
believes that effective teaching in such a 
frame of reference is not a matter of managing 
behaviour and manipulating curricula; it is a matter of 
facilitation; of encouraging, and of ministering 
to processes going on within the student, which 
5 
is clearly advocating the use of more flexible learning 
approaches. 
In an article "Learning to be free" in the T.E.S. 
( 1983) 1 earl Rogers writes passionately in favour of a 
person-centred approach to learning. He believes that, 
" •••• traditional teaching is an almost completely 
futile, wasteful, over-rated function in today's 
changing world. It is successful mostly at giving 
children who can't grasp the material, a sense of 
failure." (p20) 
"In contrast", he writes, " there is such a 
thing as significant, meaningful, experiential 
learning. When the toddler touches the warm 
radiator, she learns for herself the meaning 
of a word 'hot' ••• she has taken in these 
!earnings in a significant, involved way •.... " 
(p20) 
Rogers believes that education has traditionally been 
concerned with logical, step-by-step ideas and 
concepts, which he believes are associated with the 
left hemisphere of the brain. He outlines how the 
right hemisphere functions in a more intuitive way, 
grasping the essence before understanding the 
details,and 
articulates 
logical and 
experience. 
more is 
that 
the 
aesthetic and creative. 
significant 
intuitive, 
6 
learning combines 
the concept and 
He 
the 
the 
His argument that teaching in the sense of imparting 
knowledge makes sense only in an unchanging environment 
is a powerful one. The person who has learned how to 
learn, how to adapt and change, 
" a reliance on process rather than static 
knowledge is the only thing that makes sense as a 
goal for education in the modern world". (p. 2.0) 
He focuses on creating a psychological climate in which 
a child is better equipped to face the pressures and 
demands of a changing world, will feel free to be 
curious, to make mistakes, to learn from the 
environment and fellow students and recapture the 
excitement of natural learning in infancy. 
His person-centred approach expects young people to 
make more decisions and be capable of self-directed 
learning. In recognition that critics have often 
accused such an approach of woolliness and lack of 
evidence of effectiveness, Rogers expands upon research 
evidence from the National Consortium for Humanizing 
Education in the United States over a twenty year 
period which tends to support his approach.l-te. believee1 
" The person-centred approach leads to accelerated 
academic learning, a problem solving orientation; 
better morale and less absenteeism," ( p·21) 
However Rogers acknowledges that the climate he 
believes important cannot be imposed upon teachers. As 
with all forms of learning, such a belief or attitude 
7 
has to come from within. But he maintains that 
teachers can be helped to develop in this way, if the 
initial interest and commitment is there. 
There is evidence of considerable support for Rogers 
'humanist' philosophy. The recognition that education 
is a lifelong process, rather than a short, discreet 
phase in life has become more widely accepted - thus 
the development of an aptitude for learning or 
"learning how to learn" becomes important. It then 
appears to be essential to teach not only subject or 
task-specific skills, but also the 'superordinate' 
skills or strategies that encourage children to 
integrate skills in a way which will encourage transfer 
from task to task. Similarly psychologists lend support 
to the recognition that children learn better when they 
are involved in their learning - children are not 
simply empty vessels soaking up knowledge as a sponge, 
they have a vital contribution to make to their own 
learning. In particular, emphasis is given to pupils 
becoming involved and taking responsibility. 
and Shucksmith (1984) comment, 
Nisbet 
" Children need to speculate on their own 
cognition, examine own strategies for tackling 
tasks and reflect on their own performance". (p.82) 
Similarly Bruner (1972) in his article "The Uses of 
Immaturity", urges that education should be more of a, 
" communal undertaking"1 ( p.G2.) 
8 
and that children should take some responsibility for 
helping others. 
Coleman (1974) proposes two objectives for schools. 
The first is 'self-centred', in that it attempts to 
achieve cognitive and non-cognitive skills and the 
second is centred around others, in that children 
should have the opportunity to be responsible for 
others. He believes that by creating opportunities for 
this to happen, the child will learn the sort of 
behaviour required of the socially responsible adult, 
" Only with the experience of such 
responsibilities can youth move toward the 
mutually responsible and mutually rewarding 
involvement with others that constitutes social 
maturity". (p.IS) 
Nisbet and Shucksmith (1984) advocate that to truly 
harness the potential of young learners, the teacher 
needs to continually prompt children to plan and 
monitor their own activities, with the intention of 
handing over control as children are ready to take 
on responsibility. 
The recognition that education involves the notion of 
'understanding' rather than the mere acquisition of 
specific skills or limited bodies of knowledge moved 
the educational debate further towards a child-centred 
approach. Magee (1971) argues that, 
9 
" to educate is to bring about intentionally some 
kind of understanding, coupled with a disposition 
to use that understanding in appropriate ways" .(p.")SS) 
Similarly, the recognition that the curriculum should 
include affective as well as cognitive elements, widely 
known as confluent education, was gathering momentum 
with psychologists, philosophers, teachers and managers 
who placed emphasis on the development of the 'whole' 
person. 
Thus a child-centred philosophy gathered support, 
becoming a more powerful force within education 
circles. The major developments occurred first in 
primary education in the late 1960's and 70's. 
Significant developments were to occur much later in 
secondary education. Researchers added weight with the 
claim that there was much in the person-centred 
approach to enhance self-esteem of pupils. 
J B Thomas ( lqi?o) ,expand:; tl-.o.t, 
" Teachers can enhance the self concept through 
the provision of special curriculum materials, 
through encouraging more personal and private 
talks with pupils in calm, supportive 
atmospheres •••••.• and in general through becoming 
more person orientated in the classroom." (p. Cf2) 
" Teachers are on the verge of a teaching 
revolution and teachers and pupils alike face the 
same depersonalising threats of modern, 
10 
and, 
technological society", ( P· q a) 
" Only by seeing teaching as one of the helping 
professions and less an ~litist procedure for 
purveying knowledge can we encourage a positive 
sense of worth not only in our pupils but in 
ourselves." (p.'13) 
Some consideration of the needs of adolescents will 
clearly be important in establishing any appropriate 
philosophy for adolescents' learning. The mostly 
widely accepted view of adolescence for most of this 
century has been of, 
' Sturm und Drang' 
(Storm and stress), as advocated by Psychotherapists 
such as Freud (1937) Blos (1962) and Erikson (1968) who 
focus on the biological perspective in terms of 
physical and hormonal changes and changes in moods and 
relationships with parents and friends as a result. 
Thus this perspective regards adolescence as a identity 
crisis which adolescents must resolve through a process 
of self-analysis which ultimately leads to maturity. 
Thus the appropriate teaching strategy would be to help 
adolescents develop personal coping skills and take 
responsibility for resolving personal problems to deal 
with internal conflict. Clearly the fostering of self-
esteem and feelings of significance will be most 
important to young people at this crucial stage of 
their development. 
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The other perspective on adolescence is a cultural or 
sociological one, as supported by Bettelheim (1969) and 
Elder ( 1968) which emphasises external factors as the 
major influence on adolescent behaviour. During 
adolescence, young people begin to reject or select 
roles according to social pressures and conflicting 
values in society which cause confusion for young 
people. 
A balanced view would probably acknowledge both 
perspectives and see adolescence as a "psycho-social 
phenomenon". (Wall, l"l77,p.2.G) Thus a teaching programme 
which focusses on what Ryder and Campbell (1988) call 
an, 
" individual reflective psychology~' (p.'H·)
1 
may help pupils make sense of their personal 
circumstance and help foster self-esteem. 
The classifications or taxonomies of learning are wide-
ranging and varied. Investigators differ in the type 
of classification they adopt and the purpose to which 
they put it. 
Gagne (1977) defines learning as~ 
"a change in disposition or capability which 
persists over a period of time, and which is not 
simply ascribable to process of growth."(~3) 
Blooms Taxonomy (1964) suggests four domains : 
psychomotor (physical activity) 
cognitive (knowledge) 
12 
affective (feelings) 
interpersonal (relationships with others) 
Bloom also suggests four levels of learning - memory, 
understanding, application and transfer. A more 
transmissive mode of teaching is frequently implicated 
when the student memorises information, 
applies and transfers some knowledge 
understands, 
and skills. 
However when more 'rounded' or 'complete' learning is 
sought which involves all four domains, the arguments 
against tutor domination and the transmissive mode are 
more powerful. If one concentrates on the cognitive 
element on the transfer of knowledge and skills, such a 
style has frequently been and continues to be widely 
adopted, whereas if one believes that understanding and 
the ability to transfer knowledge gained and skills 
acquired from one situation to another is also 
important, 'learning how to learn' takes on greater 
significance. By acknowledging and utilising a variety 
of approaches, teachers can help students become more 
aware of their own style of learning. 
A more pupil-centred approach recognises that learners 
learn at different rates and have varied backgrounds, 
each one bringing with them a different perspective, 
different feelings, experiences, and thoughts about the 
tasks they are involved in within a school situation. 
It is clear that learning ability does not depend 
solely on cognitive development, an acknowledgement of 
the interrelatedness of all aspects would appear to be 
13 
important for learning to be 'rounded' and more 
'complete' • 
(1988), 
This is emphasised by Ryder and Campbell 
" For too long teachers have concentrated 
on intellect, ignoring the effects of 
students' feelings and emotions." (p. 105) 
Individual student differences also cannot be 
ignored. 
If one acknowledges that pupils as individuals have 
individual needs, effective teaching must consider 
such needs. It is widely recognised that people 
learn differently and at different rates. Honey and 
Mumford (1982) proposed that four predominant styles 
exist. According to their findings they recognised 
the following : 
(i) Activists are willing to become involved in new 
experiences, are attracted to new ideas and 
approaches and enthusiastic about such. They thrive 
on new challenges, but when enthusiasm falters, 
quickly become bored or restless. 
(ii) Reflectors need time to consider new ideas and 
like to reflect upon new experiences or materials 
before committing themselves. They tend to keep a 
lower profile and are reluctant to commit 
themselves. 
(ii) Theorists appear to be concerned with 
relationships and linkages between information. They 
need to establish how new information supports or 
14 
matches concepts they already understand. Generally 
speaking they need to understand the interactions 
between all aspects of a particular issue. 
(iv) Pragmatists need to be convinced that ideas are 
relevant and can work. They are concerned with 
practicalities and unless they can appreciate the 
relevance of a skill or some knowledge, it is of little 
interest to them, as they do not believe it fulfils 
their needs. 
Although such categorisation may be considered crude 
and an over-generalisation it is important to recognise 
that pupils are individuals and will have preferred 
styles of learning. By acknowledging that learning 
styles are varied and utilising a variety of 
approaches, teachers can help students become more 
aware of how they are learning. Clearly human learning 
is complex and dependent upon many factors. However, 
one teaching approach or style could not serve to meet 
the varying needs of all students within any typical 
secondary school class situation. Similarly, it could 
also be argued that an over-dominance of either the 
didactic style or an over-emphasis upon the process of 
learning narrows the learning experiences of pupils and 
restricts the potential outcome. A balanced teaching 
approach could possibly utilise a variety of 
strategies. 
Dennison and Kirk (1990) support this view, 
"There must be a twin focus on the 1 how' and the 
'what 1 of the learning" (p.30)1 
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whereas other writers emphasise the need for students 
to, 
"Learn how to learn, rather than simply 
learning how to be taught " (Ryder and 
Campbell, 1988 1 p.liJ-5) 
Similarly, the development of autonomy is identified by 
Wall (1977) as, 
"the most precious cognitive gift of 
education." (p. Stt) 
"Manifesto for change" (1981) an article in 'The Times 
Educational Supplement' from a large group of 
educationalists, industrialists and heads of 
childrenS • organisations, institutions and charities 
argues that secondary education does not develop fully 
" •••• practical ability, the ability to get on 
with others, skill in solving real-life problems, 
and the necessary attributes for a full and 
effective life of judgement, responsibility and 
reliability." (p.ts) 
The report recognises that many of the personal and 
social skills young people need, cannot be acquired in 
large classes, 
"They are the product of purposeful interaction in 
small groups" (p.18), 
this being achieved within a caring and creative 
atmosphere. 
It criticises the narrow one-dimensional form which 
much subject-teaching adopts and calls for subjects to 
broaden into experiences which draw out intellectual 
16 
' 
' 
.' 
capacity, feeling, aesthetic appreciation, practical 
application and social responsibility. The report 
emphasises the need for minds to be flexible, capable 
of adapting to constantly changing situations, which 
requires greater openness and imagination beyond that 
felt necessary when the traditional style of secondary 
education was first established. 
The report insists that the skills it considers 
essential to effective living, 
" sensitivity about others, commitment to common 
tasks, making choices, facility in communication, 
getting along with others, social awareness, an 
appreciation of moral values ••••• " (p.18) 1 
cannot simply be taught by pedagogical approaches, 
alone, but from within a caring, friendly and creative 
school community. The report calls for a, 
"vigorous transformation of secondary educati9n" (. p.l8), 
to meet the demands of modern society at that time 
and in the future. 
However, the debate within education concerning the 
"process" approach to teaching versus the didactic 
transmission of a body of knowledge, has been and 
continues to be, fiercely contested. It is clearly 
illustrated in an article in The Times 'by_ "' _ 
.Scn.tton- (196b) and the subsequent reply by Hargreaves 
(1987). In his article, Scruton described 
the GCSE development as one of the great educational 
catastrophes, a, 
"deliberately infantilized system" ( P· ;Lq.) 1 
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which he accuses, is the product of an, 
"egalitarian mentality" (p. ll.) 
He advocates pupils learning "solid facts", clearly 
through a didactic, more traditional study of the 
disciplines, in order for students to be ultimately 
more successful at 'A'level examination level. 
In reply, ll~r=ve.s(!'l81) defends the GCSE innovation, 
"No sane society in the modern world should 
subordinate the educational needs of 90 per cent 
of its population to those of the rest."(p·~) 
He argues that if the majority of the pupil population 
is to reach higher standards, 
" ••• the answer must be in finding means of 
increasing pupils' motivation within a broader, 
more relevant, more coherent curriculum." (p.:t) 
Although Hargreaves uses science teaching to illustrate 
his beliefs, his philosophy of sound practice is 
applicable to any curriculum area. He does not believe 
pupils would achieve more by the learning of "solid 
facts", but advocates a modular approach, using units 
of work of, 
" ••• relatively short duration with clear aims1 
processes, skills and content •••• " (p.2.), 
which find common ground with other aspects of the 
subject and make links with other curriculum areas. 
This argument of "process teaching" versus learning of 
facts is further illustrated in the on-going debate 
evident in literature on science teaching. Jenkins 
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_ (lq 87) wrote in The Times Educational Supplement of 
the, 
"Philosophical flaws" (p.%) 
in his critique of 'process'" science teaching. His 
contention is that, 
"the process approach is philosophically 
untenable, psychologically suspect and 
pedagogically unsound .••• "(p. %) 
Jenkins questions whether the assumption that the 
relevant processes of the approach can be identified, 
prescribed and taught in ways which enable pupils to 
acquire important and widely applicable 'skills' , is 
valid ? He queries the belief that process teaching 
involves pupils in learning in a more active manner, 
and questions the assumption that the transmission 
model of teaching fails to engage pupils actively in 
learning. He believes that each rests on the sterile 
distinction between process and content which he feels 
has characterised much of the science education debate. 
Jenkins' argument seems to pose alternatives that do 
not necessarily exist as mutually exclusive - that 
pupils either learn through active involvement and 
discovery or they learn a body of scientific knowledge. 
It would appear that pupils can do both; an awareness 
that pupils can learn in a variety of ways and through 
a variety of teaching methods is as relevant to 
physical education as it is to science. In physical 
education there will be a necessity in certain 
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instances for teachers to instruct pupils in a more 
formal sense but the predominance of this mode to the 
exclusion of any other denies pupils the opportunity 
for creativity, greater involvement and thus enhanced 
personal meaning from such involvements in activity. 
In "science 5-16 : A Statement of Policy" (D.E.S. Welsh 
Office, March 1985), attention is drawn to the variety 
of teaching methods, defined in The Cockroft Report for 
Mathematics (1982) and their suitability for science 
teaching, 
and, 
" In particular, opportunities to contribute their 
own ideas to discussion are important" (p.li)1 
"Such a range of teaching approaches seems to be 
essential for the teaching of science as well as 
of mathematics; the key to success lies in 
flexibility and variety within such a 
repertoire I" ( p.11) 
There is growing support for flexibility in approaches 
to learning from government , initiatives in both the 
curriculum and in assessment and recording of 
achievement. The Records of Achievement initiative, 
introduced by the Government through its policy 
statement in 1984, attempted to1 
" bring together' the wide range of pupils' 
achievements and progress, both within and outside 
the classroom, including experiences and 
achievements not tested by examinations. The 
20 
process leading to the production of the record 
("the formative process") is as important as the 
record itself, focusing as it does on clear goals, 
self-appraisal and self-managed learning." (p.5) 
Records of Achievement should support and extend the 
formative principles which underlie current 
developments in examinations and assessment. In terms 
of benefits for pupils, the report of the Records of 
Achievement 
indicates1 
National Steering Committee ( 1989) 1 
and, 
"They should help pupils take increasing 
responsibility for their own learning~ (p.5) 
"By developing skills of self-appraisal, self-
management and self-presentation pupils will be 
better placed to present themselves •••• "(p.5) 
The implications of such a reform are far-reaching, 
according to Hargreaves et al ( 1988 ), 
" ••• designed to boost their (pupils') motivation, 
increase their independence and self-awareness, 
and make them active, negotiating partners in the 
teacher-pupil relationship." (p.l35) 
They suggest that it, 
" ••• is something that is absolutely central to 
the entire educational process; something that is 
inextricably intertwined with curriculum, 
organisation, teaching style and assessment. 
It is a daring reform, more wide-ranging, radical 
and penetrating in its implications than almost 
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anything we have seen in secondary schools since 
comprehensive reorganisation." (p.l'i!15) 
In its policy statement on Records of Achievement, the 
D.E.S.(1984) outlines its four main purposes. Records 
of Achievement, 
" should recognise acknowledge and give 
credit for what pupils have achieved and 
experienced, not just in terms of results in 
public examinations, but in other ways as well • 
•••• They should contribute to pupils' personal 
development and progress by improving their 
motivation, providing encouragement, and 
increasing their awareness of strengths, 
weaknesses and opportunities ••• (they) should help 
schools to identify the all round potential of 
their pupils ••••• , (and they should provide) a 
short summary document or record which is 
recognised and valued by employers and 
institutions of further and higher education."(p.3) 
The basic principle centres upon planned pupil/teacher 
discussions and the belief that pupils' self-appraisal 
about objectives, performance and progress are 
important in the management of learning and are 
fundamental to the record of achievement philosophy. 
According to the Records of Achievement National 
Steering Committee (1989~ 
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" Records of Achievement should be the cornerstone 
of schools' assessment arrangements, bringing 
together in one policy continuous assessment by 
teachers, self-assessment by pupils, public 
examination results, and in the future, reported 
assessments under the national curriculum." Cp.5) 
Despite this statement, the current confusion and 
uncertainty about the government's latest intentions 
with regard to records of achievement and its possible 
use as a vehicle for National Curriculum reporting to 
parents has created some confusion and at least, 
uncertainty as to their future. Whether records of 
achievement will become a compulsory feature of 
secondary education or an optional extra for schools to 
choose, has created an air of frustration and 
uncertainty. 
With the introduction of TVEI, announced in November 
1982, 'preparation for life', (the theme of Callaghan's 
speech to Ruskin College, 1977) as interpreted by 
schools, took on a new, significant meaning. It 
implied a radical shift for the role of the school, 
made possible by support from the Manpower Services 
Commission through the Department of Employment, rather 
than from the Department of Education. The original 
declarations from M. 5 • C. with regard to T.V. E. I. were 
vocational; educationalists took up the theme, and 
according to Pring (1987), 
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'Relevance' became the key word - relevance as 
'a basis for choice', relevance to the knowledge, 
skills and attitudes required for gaining 
employment, relevance to the personal and social 
demands made upon young people.' 
T.V. E. I. aimed to widen and enrich the school 
curriculum, in a manner appropriate to helping young 
people prepare for the real world of work and develop 
skills, interests and abilities to help them lead 
fuller lives with more to contribute, both to the 
community and the wider world of work. 
The following excerpt from the mission statement of 
T.V.E.I.(1990) emphasises how this should be achieve~ 
"enabling young people to learn to be effective, 
enterprising and capable at work through active 
and practical learning methods; 
- providing counselling, guidance, individual 
action plans, records of achievement and 
opportunities to progress to higher levels of 
achievement." (T.V.E.I.Statement, January 199~p-.t) 
In their attempts to make the curriculum more relevant, 
many schools began to make a shift in both curriculum 
organisation and experience for fourteen to eighteen 
year old students. Such movements could be summarised 
as follows : 
(i) Emphasis on basic skills such as literacy, 
numeracy and communication. 
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(ii) new units of study, particularly in new technology 
and business skills which equip young people more 
readily for the world of work. 
( iii) more student-centred teaching methods involving 
experience-based learning. 
(iv) greater negotiation between teacher and student. 
(v) more emphasis placed on developing initiative, 
motivation and enterprise as well as problem-solving 
skills and a greater stress on personal responsibility. 
(vi) work experience to provide experience of skills in 
a relevant work situation and help students make more 
informed decisions from first-hand experience of the 
world of work. 
(vii) regular recording of achievements, such records 
or student profiles becoming the basis of personal 
guidance and counselling. A more comprehensive method 
of recording of students' skills, aptitudes and 
achievements rather than through more traditional 
examinations. 
There is some evidence that the style and philosophy of 
T.V. E. I. has had some impact upon those curriculum 
areas which have developed units or modules of study 
for accreditation within the T.V.E.I. framework. These 
have been wide-ranging from creative arts, 
communication skills, political, legal and economic 
studies, information technology and technical literacy 
to design and technology modules. How far T.V.E.I. has 
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had a major or significant impact upon secondary school 
curriculum implementation is open to debate. 
Outdoor education has played a major role in the 
inclusion of some form of residential experience which 
is a vital element of T.V.E.I. As a vehicle for 
experiential learning in the sense of 'planning', 
'doing' and 'reviewing' an activity, it would appear 
that outdoor education has seized the opportunity to 
fulfil a major contribution within the T.V.E.I. 
framework. In his article in "Adventure Education" 
(1985) Keighley expands upon the possibilities for 
outdoor education within T.V.E.I, 
" •••• in order for activities to affect personal 
and social development, have greater impact and 
more relevance, opportunities for preparation, 
evaluation and reflection should, where possible, 
always be carried out." (p.li) 
He goes on to acknowledge, 
and1 
" It will inevitably require a change of attitude 
for many leaders, because the teaching embodies a 
facilitative approach away from the conventional 
and all too familiar teaching styles of imparting 
instruction and directing." (p.li) 
11 It is therefore paramount that in order to 
enhance this learning process and enable personal 
and social development to take place, teachers and 
leaders should seize upon every opportunity to 
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plan, do and review those experiences in which 
they have shared with young people. This 
facilitative, enabling approach is indeed germane 
to the underlying philosophies of both the 
T. V .E. I. and C.P. V .E. initiatives." Cp.11) 
It would appear that developments in outdoor education, 
in terms of philosophy and appropriate teaching 
approaches, later explored in more detail in Chapter 
2.5, are in sympathy with the philosophy of T.V.E.I. 
and can reinforce this through carefully structured 
residential experiences. 
/ Other curriculum areas have clearly been influenced in 
terms of their approach, by the developments of 
T.V.E.I. and G.C.S.E. 
In Maths teaching, since the publication of the 
Cockroft Report (1982) an awareness of the importance 
of problem solving and investigative work has been 
emphasised. The Report rejected rote learning and the 
call for a 'back to basics' philosophy. It did not lay 
down a definitive style for teaching mathematics, but 
recommended that maths teaching should include 
opportunities for : 
discussion between teacher and pupil and between 
pupils 
appropriate practical work 
problem solving and the application of maths to 
everyday situations 
investigations. 
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Further, a differentiated curriculum was felt to be an 
essential feature of any maths course. An article in 
the T.E.S. (1986) gives an account of an in-service 
course with teachers of Mathematics, who were sceptical 
to new approaches. 
An experimental D.E.S. regional course to introduce new 
styles of teaching in Mathematics is described by Pirie 
(lq 86). Pirie describes the anxieties involved in 
changing one's teaching style, 
11 The personal cost of an attempt to approach 
pupil-learning in a novel way should not be 
underestimated. An act of faith is involved in 
the resolution • I'll stop telling them everything 
and let them discover mathematics for themselves' 
- faith in pupil's inquisitiveness, faith in one's 
own class management, faith in the gospel that 
mathematics can be learned in this way. 11 ( p. tyl.) 
She goes on to describe how a more 'active' approach to 
Maths teaching which was deemed to be desirable for 
pupils, was employed with the teachers on the course. 
The teachers worked through problem-solving and 
investigative tasks to enable them to understand the 
benefits and sense of involvement inherent in this 
style of working) 
11 They experienced for themselves initial 
reluctance, which then gave way to involvement and 
enjoyment. They also experienced frustration, 
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panic, the need to ask and the desire to be told 
the answer. " ( p. ij-2.) 
Other curriculum areas have apparently responded to the 
challenge to teaching approaches inherent in the 
philosophies of T.V. E. I. and G. C. S. E. Home Economics 
teaching has utilised the "process approach". Jepson 
(1987) explains, 
" The emphasis is now on the skills the pupils 
develop during the process of making or doing 
rather than just on the end product. This will 
directly affect the curriculum in the choice of 
activities planned. Whether one uses the terms 
active learning, pupil-centred learning or 
problem-solving, the pupils should have the 
opportunity to think for themselves." (p.31) 
Geen's article "Home Economics and T.V.E.I. : Taking 
the Initiative" (1'187) indicates that research 
at University College Cardiff during 1985-86 suggests 
that teachers of Home Economics have participated fully 
in the introduction of T. V, E. I. and this has greatly 
influenced teaching styles. He notes that investigative 
work involving pupils in decision-making has always 
been an important aspect of work in Home Economics. 
Knowledge is required to make judgements, but knowledge 
of isolated facts is less valuable than the 
understanding of concepts and skills which can be used 
in decision-making exercises. Thus he concludes there 
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is much within Home Economics teaching which 
encompasses the essential features of T.V.E.I. 
In a similar vein, the communicative approach to modern 
languages teaching, with its emphasis on learning from 
doing, i.e. learning from speaking and less pre-
occupation with learning by rote is more pupil-centred 
and less text book orientated. The use of language 
becomes more real and of greater significance :when 
pupils are involved in a more practical application. 
According to Pyke (lqscn, . · 
"Language teachers are replacing "chalk and talk" 
with far more effective methods", (p. 8r)1 
describing how pupils with quite severe learning 
difficulties are able to achieve success in Modern 
Languages lessons through being involved in a practical 
use of language, which concentrates on developing 
speaking and listening skills, rather than undertaking 
a more traditional course based on the written word. 
Thus it is apparent from available literature that a 
range of subject areas are developing and utilising new 
approaches in an attempt to interest and motivate 
pupils to learn more appropriate, usable, transferable 
skills which will be of some relevance as they approach 
maturity. 
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The introduction of G.C.S.E. has encouraged teachers to 
consider the possibilities of more flexible ways of 
organising teaching and learning. G.C.S.E. emphasises 
the importance of course work. In most subjects the 
final mark depends not only on a written examination, 
but also on coursework and continuous assessment. 
G.C.S.E. also, through the coursework emphasises the 
need for practical problem-solving approaches, oral 
work and communication skills. 
commitment to the principle 
grading. The effect of this 
There is also a strong 
of criteria-referenced 
is to emphasise what 
students know and can do, and builds upon positive 
achievement, rather than the reinforcement of failure. 
G.C.S.E. has prompted teachers to explore more flexible 
approaches 
procedures. 
assessment 
to 
in 
teaching, 
Much of 
terms of 
learning and assessment 
the continuous formative 
profiling, records of 
achievement and assessments for G. C. S. E. can only be 
achieved between student and teacher, which implies a 
very different working relationship from the 
traditional role of the teacher. 
The impact of the National Curriculum on teaching and 
learning approaches is as yet unknown. It is unclear 
as to what extent the proposed testing will impose 
rigid procedures on classroom work. There has been 
undoubted anxiety on the part of teachers that new 
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approaches 
drastically 
to teaching and 
restricted by the 
National Curriculum. 
learning could 
introduction of 
be 
the 
However the D.E.S. consultative document (1987) 
recognises the need for some flexibility, stating that 
schools should have flexibility about how they organise 
their teaching, emphasising, 
"There must be space to accommodate the 
enterprise of teachers, offering them 
sufficient flexibility ...• 
to try out and develop new approaches, and 
to develop in pupils those personal qualities 
which cannot be written into a programme of 
study or attainment target." (p6) 
The orders now being implemented in Science, Design and 
Technology and English illustrate that there is 
emphasis on general skills, which Waterhouse (1990) 
believes, 
" are as much concerned with the processes of 
learning as with the content of the subject" (p38) 
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Much communication work is evident in terms of pupils' 
working cooperatively in pairs and groups, exercising 
communication skills at all levels. 
and, 
" They should be encouraged to articulate their 
own ideas and work independently or contribute to 
group efforts." ( p80) , 
Science in the National Curriculum (1989) 
" They should be encouraged to articulate their 
own ideas and work independently or contribute to 
group efforts. They should develop research 
skills through selecting and using reference 
materials and through gathering and organising 
information from a number of sources and 
perspectives." (p75) 
Science in the National Curriculum (1989) HMSO 
The Programme of Study for Key Stage 3 in Design and 
Technology gives another indication, 
" Within the general requirements of design and 
technology, pupils should have increasing 
opportunities for more open ended research, 
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leading to the identification of tasks for 
designing and making." (p.30) 
and the programmes of study for Information Technology 
stress the following, 
" In each 
Information 
key stage pupils should develop 
Technology capabilities through a 
range of curriculum activities which will 
-'enable pupils to take greater responsibility 
for their own learning •••• " ( f'· 51) 
(Technology in the National Curriculum 1990) 
HMSO 
Thus it is expected that although at present, many 
teachers are understandably anxious of the burden of 
the National Curriculum introduction, there are some 
indications that flexible teaching and learning 
approaches will be advantageous and possibly essential 
in its implementation. 
What then of physical education ? It is clear that 
there are many and varied vocational opportunities in 
the industries of sport, recreation and leisure. 
Within G.C.S.E. Leisure Studies, a wide-ranging option 
choice enables students to explore a variety of aspects 
in detail and gain an appropriate qualification. 
Similarly there are few obstacles to physical education 
teachers designing and developing modules of work 
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within the T. V .E. I. framework, which relate to 
vocations and interests within sport, fitness and the 
leisure industries. 
The breadth of relevant available experiences for such 
modules is considerable, thus there are implications 
for the role of the teacher. Often it may be necessary 
for a student to study individually. students may need 
to attend meetings, seminars and tutorials with 
specialised staff in organisations and institutions 
other than the school. 
Dickenson (1986) emphasises the changing role for the 
teacher, 
11 In this way the teacher becomes a facilitator, 
resource and aid. 11 ( .serrtii\Or repoo:) 
The implication that a student-centred approach and the 
use of resource-based learning is crucial for students 
to work and learn successfully is significant. A 
transmissive, didactic style could be most 
inappropriate, both in terms of practical 
considerations and in helping young people develop the 
skills of independent inquiry, research and study which 
are important in their own right. 
The encouragement of constructive, fulfilling use of 
leisure time through physical recreation also falls 
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within the general framework of T.V.E.I., in terms of 
the wider perspective of "preparation for life". The 
promotion of an active lifestyle and personal and 
social development through activity is an important 
consideration for any physical education department. 
Allowing pupils to assume responsibility in a variety 
of ways can facilitate this. For example : 
selecting appropriate activities within a 
module of work 
devising own programmes, for example to 
improve personal fitness 
recording progress and identifying personal 
achievements 
forming their own activity clubs and 
organising activities 
planning and arranging activities outside of 
school, booking facilities, equipment, 
utilising other staff expertise 
This may lead to pupils making more regular use of 
facilities outside of school, thus bridging the gap 
between 'school' and 'community' activity and 
developing confidence in terms of becoming an 'adult' 
sports participant. 
In many respects, the teacher again needs to take on 
the role of 'enabler' rather than purely of an 
instructor. There is much here for young people to 
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develop and acquire for themselves which is arguably 
more 'relevant' and meaningful on a personal level, 
than receiving direct or formal instruction. This 
raises question marks over the most appropriate 
approach for the 1 0-14 year age range, as there are 
important implications for this age group if the 14-18 
years programme is to be relevant, meaningful and 
successful. 
Further, there are wider general implications for the 
physical education profession which merit 
consideration. One of the major innovations over 
recent years in P.E. later explored in more detail in 
Chapter 2, is the development of a health focus, where 
there is a requirement for young people ultimately to 
accept responsibility for making choices about their 
lifestyles. There is a clear need to incorporate 
opportunities for assuming and coping with 
responsibility and making decisions, into the work of 
physical educationalists. If physical education 
teachers aim to enable pupils to gradually assume 
independence from the teacher in order to facilitate 
secure participation in activity post-school, there 
will be a need to develop personal skills and qualities 
such as 
using one's initiative 
developing resourcefulness 
showing commitment and determination 
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to facilitate such independence as students gradually 
assume autonomy. These are qualities which many 
physical education teachers would aspire to develop in 
young people - yet it is questionable how far the 
profession has moved towards structured practice which 
could truly be said to develop and support such 
qualities ? 
Moreover is a child-centred approach more likely to 
promote such qualities ? If physical education 
teachers are convinced of their claims for their 
subject in terms of its potential contribution to 
personal and social development, a focus on the pupil, 
his thoughts, feelings and abilities would appear to be 
the essential starting-point, upon which to build, 
rather than a focus on the teaching material. 
Biddle ( 1986) draws attention to the need to educate 
decision-making about exercise and the necessity for 
appropriate teaching strategies that encourage both 
short and long-term involvement. He refers to problem-
solving as a strategy through which pupils may gain a 
greater personal control. 
Hendry (1985) sees the need for schools to make1 
11 a radical change, 11 ( p . .:t) 
to their practices, if they are to tackle the long-term 
process of education for leisure. His recommendations 
38 
support the need for a cognitive and decision-making 
framework based upon awareness, understanding and 
reflection. This approach is supported by Nisbet and 
Shucksmi th ( 1984) who discuss the kind of learning 
strategies that may lead to greater self-direction and 
personal control. 
Thus one can have sympathy with the claim of Standeven 
( 1987) that a health focus in the physical education 
curriculum will do little by itself to persuade young 
people towards an active lifestyle, 
" unless considerable attention is given, not to 
the content, but to the learning strategies to be 
developed and used to deal with the content." 
(p78) 
In conclusion it would appear that teachers need to 
explore a variety of styles and approaches. 
emphasised by Mosston (1966), 
This is 
"Teachers can learn to behave in alternative 
styles and thus affect change in learning 
styles •.• " (p6) 
However, the implications for the changing role of the 
teacher required to implement such new initiatives are 
considerable and for many, most daunting. Implementing 
new curriculum ideas will require a radical shift in 
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terms of teaching style as well as in terms of the 
curriculum content. 
In a Discussion Document on the 14-18 Curriculum, 
integrating CPVE, YTS and TVEI, from the Youth 
Education Service (1985), caution is expressed, 
" This is one of the reasons why the in-service 
formulae of sending staff to one-day conferences 
or week-end seminars, where they might imbibe new 
ideas, is not necessarily effective, for there is 
no guaranteed way in which the knowledge, skills 
or attitudes internalised can effectively be 
implemented back in the work place." (p.3f,) 
In their section on staff development, the editors 
stress that teachers need to be able and supported to 
try out new ideas in practice and to draw in their 
managers within schools. 
They conclude, 
11 Consideration of 
individual counselling 
methods and changed 
group work approaches, 
techniques, team-teaching 
forms of assessment will 
require some significant changes in the 
traditional teaching role, and concepts such as 
experience-based learning, active tutorial 
systems, and negotiated learning may call for a 
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very careful appraisal of the organisational 
structures and "hidden curriculum" components 
operating within a school." Cp.-3") 
It could be argued that the recent onslaught of 
educational initiatives over the past ten years have 
piled one on top of the next into the laps of teachers, 
with considerable implications for both the content of 
the curriculum and the teaching approaches believed to 
be most appropriate to meet the needs of their pupils. 
For example the almost 
Records of Achievement 
simultaneous introduction of 
and GCSE clearly made the 
increasingly heavy demands that major innovations make 
on teachers' time and commitment. No sooner had 
teachers come to terms with these when the full 
implications of the Education Reform Act (1988) and in 
particular the demands of the National Curriculum 
become known. 
It is little wonder then, that in grappling with the 
most recent changes in ·curriculum shape and content, 
many teachers could be excused for uncertainty about 
new teaching styles or approaches, particularly when 
there may be conflicting messages from government 
directives, H.M.I. reports, headteachers and governors 
and the expectations of parents and pupils and the 
media, with respect to the on-going debate between 
'traditional' and 'progress! ve' methods of teaching. 
How far physical education teachers have moved along 
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the road in respect of commitment to new styles of working merits 
further exploration and consideration. 
1.3 DES/HMI Responses 
Various DES and HMI publications in the last ten years 
have included in their reports references which are 
associated with teaching style. HMI documents 
starting with: 
'Curriculum 5 - 16' (1985) acknowledges tha~ 
"It follows that no single style of teaching will 
be suitable for all purposes •••••••••• " (page 
10) 
"The problem is how to 
in ways which keep 
•••••••••• " (page 23) 
individualise the teaching 
pupils at full stretch 
'Ten Good Schools' (1977) comments, 
"Good preparation, variety of approach, regular 
and constructive correction of pupils' work and 
consistent encouragement are the hallmarks of 
successful teaching seen." (page 28) 
'A View of the Curriculum' (1980) 
I 
"Teaching methods, the way schools manage their 
time and organise the use of buildings, 
equipment, books and other materials and the way 
in which pupils are grouped and teachers are 
deployed, are not part of the curriculum. They 
are the means which enable the teaching and 
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learning to take place " (page 1) 
'Good Teachers' (1985)
1 
"The teacher's manner and style are plainly 
important elements in children' s learning 
" .......... 
"Good teachers need a variety of approaches and 
patterns of working and the flexibility to call 
on several different strategies within the space 
of one lesson." (page 4) 
There is some criticism of the range of teaching 
approaches used in schools in the DES document 'Better 
Schools' (1985) 1 
"Teaching is frequently directed towards the 
middle of the group and there is insufficient 
differentiation of teaching approaches 
" • • • • • • • • • • I 
" .......... in virtually all departments and 
schools there is often excessive direction by the 
teachers of pupils' work •••••••••• " (page 7) 
Yet inadequate help is offered within the documents as 
to what is expected by a variety of approaches and 
strategies or how these approaches may be utilised by 
the teacher. 
Reference is made in 'The New Teacher in School' 
(1982) to, 
"imaginative teaching approaches" (para 3.3) 
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and in 'Better Schools' (1985) of the importance to b~ 
"able to make use of a repertoire of teaching 
styles". 
Yet there remains a confusion of terminology - the use 
of 'styles' , 'approaches' , 'methods' , 'patterns of 
working' and 'strategies' may prove unfamiliar to the 
teacher, perhaps more practised in the traditional 
direct teaching style. 
The HMI Document 
'Physical Education from 5- 16', 'Curriculum Matters 
16' (1989) recognises that pupils need, 
"Opportunities to share ideas and to lead and 
organise groups, as well as to act independently" 
(page 7) and the contribution that this can make 
to personal and social development. 
Although this refers to older pupils of 16 years, 
there is also recognition that younger primary pupils 
can also benefit from working co-operatively and 
sharing the ownership of physical activity1 
"Inventing games involves children in working co-
operatively to agree some or all the 
circumstances in which their play takes place" 
and "when they have developed ~ refined a game, 
children can show it to others, explain it and 
help others to play it." (page 12) 
As pupils mature and reach the middle teens, there is 
emphasis on working and sharing with others: 
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"Throughout, pupils need to be encouraged to take 
some responsibility for their own learning and to 
be able to work with, and help others." (p13) 
In considering the principles of teaching and learning, 
a variety are advocated. There is the recognition 
that at times, the teacher will draw, 
"Upon suggestions which pupils themselves 
contribute."(p17) 
Paragraph 41 expands upon this theme, 
"Rather than always receiving information from the 
teacher children can be encouraged to suggest ways 
in which they think their own work can be 
improved. This can be extended to helping a 
partner and to showing ideas in a group. They can 
also be given responsibility for their own 
learning in other ways, for example, by devising 
tactics in a game, setting up their own practices 
to improve skills, choosing and arranging 
apparatus in gymnastics, or constructing a 
personal programme of exercises for promoting 
fitness." (p18) 
The possibilities for learning in a variety of ways 
individual, group or whole class are clearly 
identified. Differentiation is stressed and examples 
given in both games work and gymnastics of pupils 
working alongside each other on different tasks of 
varying skill level, so that each pupil works towards a 
target of suitable challenge, appropriate to their 
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individual needs. Maximising each student's 
particular strength and skills are encouraged by 
encouraging pupils to work together, 
"Sometimes physically able pupils can be given 
the responsibility for helping those less able 
than themselves. Equally pupils who are 
inventive can be asked to work with others 
physically more adept but less imaginative." 
(page 19) 
The paper recognises the contribution of a variety of 
teaching approaches in the complete physical education 
programme for pupils of all ages. It appears too, to 
recognise the importance of students becoming involved 
in their own learning. 
The National Curriculum Council in its preliminary 
guidance, circular number 6 (1989) states that the 
whole curriculum will involve, 
"·••••••••• a range of policies and practices to 
promote the personal and social development of 
pupils, to accommodate different teaching and 
learning styles •••••••••• " ~· q.) 
The circular goes on to describe health education as 
one of the cross-curricular themes, where knowledge 
and understanding are as important as skills. The 
importance of these themes is seen as emphasising1 
" practical activities, decision 
making, learning through experience, and the 
development of close links between the school and 
the wider world." CpnrQ: 11) 
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The D.E.S. (1985), urges that, 
" ••• secondary schools might more often try to adopt 
the exploratory styles of learning which are 
characteristic of good primary school practice." 
(pSO) 
The place and importance however of physical education 
remains unclear. Although labelled a 'foundation 
subject' it is somewhat disconcerting to find physical 
education apparently still open for some negotiation. 
The most recent comments from the Minister of Education 
(McGregor 1990) aired in the national press, that 
students of fourteen years could opt out of physical 
education to study extra academic subjects, gives further 
cause for concern. It will clearly be essential for 
physical educationlists to provide relevant and 
meaningful programmes for young people to demonstrate to 
the Department of Education and Science that physical 
education can respond to change and is an integral and 
essential aspect of a child's total educational 
experience, having much to contribute beyond the 
acquisition of physical skills. 
The Education Reform Act (1988) is not prescriptive in 
terms of teaching methods. It is left to each school to 
decide upon the best and most appropriate means of 
teaching its pupils. In 'Curriculum Guidance 3, The 
Whole Curriculum' (1990) the National Curriculum Council 
states, 
"If the whole curriculum is to mean anything then 
47 
• 
and, 
it must be imparted by use of a wide range of 
teaching methods, formal and informal, class and 
group, didactic and practical" Cp. 7), 
"The wide range of skills which pupils must 
acquire must be reflected in an equally wide 
variety of approaches to teaching."(p.7) 
By implication it will be left to each curriculum area 
to consider its own approach and select appropriately 
in order to ensure access for each child to equality 
of opportunity. 
1. 4 The Personal and Social Development Philosophy ' of 
Education 
"The personal and social development of the pupil 
is one way of describing the central purpose of 
education," 
(DES 'Aspects of Secondary Education in England', a 
survey by HM Inspectors of Schools 1979 page 206). 
If one accepts Magee's viewpoint (1971) that education 
involves the notion of promoting 'understanding' 
rather than merely the simple acquisition of specific 
skills or limited bodies of knowledge, one 
acknowledges that personal growth and increased 
understanding and awareness are central to the 
education of the individual. 
Pring (1983) argues that teachers will always be 
involved with the personal and social development of 
their pupils, whether knowingly or not, 
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"to educate children is to develop within them 
certain qualities of mind and of character that 
will affect the sort of persons they become, the 
interests they have, the values they hold, the 
relationships which they are able to maintain." 
Cp. J.) 
It has been extensively argued in recent years that 
the curriculum should include a focus on the 
development of affective as well as cognitive areas, 
le attitudes, values, personal awareness and inter-
personal relationships, as well as knowledge. 
Documents from national and government bodies endorse 
the view that the school has significant influence in 
developing certain qualities of mind and character 
affecting the interests, values and attitudes and 
relationships maintained by young people and 
recognising the importance of the school's role in 
preparing young people for adulthood. 
From the Newsom (1963) and Plowden (1967) reports, 
Pring (1983) concludes that personal and social 
development has been recognised more explicitly as 
part of the school's curriculum responsibility; the 
need for emotional as well as intellectual balance and 
the responsibility school's should assume for meeting 
the personal and social needs of children. 
Following these reports, other 
and HMI identify personal and 
priority curriculum area. 
documents from the DES 
social education as a 
Their 
definitions of the area serve to 
wide ranging 
illustrate the 
vastness of the subject and identify many areas which 
could be included under the 'umbrella' term 'personal 
and social development'. 
The Munn Report (1977) identified 4 sets of aims for 
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secondary schools. These aims include the development 
of knowledge and understanding, both of the self and 
of the social and physical environment and inter-
personal skills. To be concerned with the demands of 
society, 
"pupils must acquire knowledge and skills which 
relate to the world of work, to leisure, to 
personal relationships and to family life, and to 
effective membership of the community." (page 
22). 
Curriculum 11 - 16 (1977) comments, 
"Society is also justified in expecting schools 
•••••••••• to make some contribution to the 
socialisation of the young, their induction into 
adulthood and their preparation as citizens, 
parents, wage earners and voters of the future." 
(page 11). 
In 'The School Curriculum' (1981) explicit references 
are made to instilling moral values into children; in 
particular, tolerance of a multi-cultural society and 
a diverse range of personal values; appropriate to the 
more flexible and self-reliant work force required in 
the future and the necessity of equal treatment of men 
and women. 
Other documents 'A View of the Curriculum" (1980) and 
'The Practical Curriculum • ( 1981) from the Schools 
Council identify the capacity schools have to, 
"contribute to every aspect of personal and 
social growth". Cp. ILl-) 
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One of the1 
'external pressures and changes in society!, 
referred to by HMI in 'Aspects of Secondary Education 
in England' (1979) has clearly been the altered 
employment prospects for many young people which makes 
very different demands on today's schools leavers. 
Employers are placing much greater emphasis on social 
skills and personal qualities and for others the 
prospect of long term unemployment places considerable 
demands on the personal resources and motivation of 
school leavers. With this in view, there is 
continuing emphasis upon the development of social and 
personal qualities, often referred to as 
'social and lifeskills1 (FEU 1980; MSC 1977). 
The FEU publication 'Developing Social and Lifeskills' 
(1980a) emphasises the acquisition of practical 
competencies or 'coping skills'; this is in keeping 
with recent educational thinking which has addressed 
itself to curriculum relevance and particularly the 
irrelevance of traditional curricular approaches to 
the less academically able. A more practical 
approach, with greater emphasis on learning from 
direct experience is suggested. The concept of 
·education for capability· has been promoted by The 
Royal Society of Arts which relates to De Bono's 
concept of 'operacy' being a basic vital skill and the 
employment of action skills and the ability to tackle 
practical problems. 
Hopson and Scally ( 1981) propose that these lifeskills 
could be categorised thu~, 
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I 
'I 
"me skills, the skills I need to manage and grow; 
me and you skills, the skills I need to be an 
effective member of the groups in which I live and 
work; me and other skills, the skills I need to 
relate effectively to others; me and specific 
situations skills, the skills that will be 
required in a variety of specific situation." 
(adapted from p.25) 
Thus much of the essence of work in P.S.E. recognises 
the need to prepare young people for adult life and 
development of the understanding and awareness 
necessary to assume independence. This is further 
explored by the Exploratory Group on Personal and 
Social Development of the DES Assessment of Performance 
Unit (1982) which when attempting to define the 
territory of the area commented that - personal and 
social development represents growth towards maturity 
and responsible citizenship. 
They concluded that personal development may show 
itself by way of knowledge, understanding, practical 
application and attitude. They also defined general 
aspects of development such as social awareness and 
morality and particular aspects such as environmental 
and occupational considerations. Thus conceptually, 
the field is difficult to define, for the implications 
are wide ranging and diverse. In 'Personal and Social 
Development in the School Curriculum' , Williams and 
Williams (1980) state that the difficulty is 
that Personal and Social Education can be 
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interpreted as such an all pervading and all 
embracing facet of school life, that its purposes 
and processes are rarely closely and publicly 
discussed or defined by a school in a holistic 
fashion. 
The term 'personal and social development' may be only 
useful as an umbrella term, concerned with many 
aspects of a pupil's development such as attitudes, 
behaviours and feelings, as well as knowledge and 
skills and involves both academic and pastoral 
considerations. 
Pring (1983) identifies many areas which have a 
contribution to this area and which it may be 
important to distinguish between1 these include 
intellectual qualities, moral virtues, character 
traits, social competencies, practical know-how, 
theoretical knowledge and personal values. 
Essentially, the focus of any work in this area 
concentrates on the individual, his understanding of 
himself, in relation to others and finally within 
society as a whole. There is evidence of support for 
Pring's conclusion (198~) in that, 
"At the centre of it all lies the understanding 
of what it is to be a person and the ability to 
behave appropriately towards oneself and towards 
others as persons." 
He places much emphasis on the need for schools to 
define those powers and qualities which are~ 
"definitive of being a person", Cp. 2.0) 
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but in need of development. 
Hamblin ( 1978) concludes that the social education 
programme must move from self-exploration and a 
positive presentation of oneself in daily life, to 
involvement within the community. 
Similarly The Schools Council 
importance of the gradual 
understanding of oneself and 
(1981) identify the 
movement away from 
one's attitude and 
behaviour to an awareness of others, followed by a 
more general consideration of social institutions, 
structures and organisation and the wider implications 
of the social and moral issues involved. 
This focus on each individual emphasises the need to 
engage young people's attention and commitment as a 
starting point for all personal and social 
development, as is the learning experience itself 
which will form the content of the programme. 
There may be certain facts or skills which it is 
deemed essential for pupils to learn and which are 
amenable to closely specified behavioral outcomes. 
However personal and social education must concern 
itself with developing a capacity for looking 
critically at beliefs and values and making judgments 
and decisions relating to them. Teachers' major 
concerns must be with providing procedures by which 
these judgements may be made. In this respect the 
procedures and the mode or process of learning become 
as important as the subject matter itself. 
The teaching methodology of PSE often centres upon 
group work. The learning predominantly is achieved 
through active techniques such as collaborative group 
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work. It starts from what the students know to be 
their individual starting points, it is not confined 
to the classroom; it is subject to regular review and 
evaluation, of self and of group performance and uses 
intrinsic motivation of students. 
Work often focuses on feelings, students are 
encouraged to think and talk about what they are 
learning - the cognitive and affective domains are 
given equal emphasis. The process is valued and 
discussed alongside the content. 
Much PSE work involves pupils making decisions, 
organising their work and assuming responsibility 
within the classroom. Opportunities for pupils to 
share ideas, work co-operatively and assimilate many 
of the skills and values thought to be valuable, 
through experience of wide ranging situations, through 
role play or discussion work in pairs or groups are 
significant features of much PSE work. 
However there is a widespread recognition that this 
philosophy should extend beyond the confines and 
boundaries of PSE courses in schools. In 'A View of 
the Curriculum' (1980) the chapter on 'The Curriculum 
in Secondary Schools' constitutes a strong plea for a 
considered programme of personal and social education, 
both as a separate constituent of the timetable and as 
a dimension of the timetable as a whole, 
"It is also certain that schools need to secure 
for all pupils opportunities for learning 
particularly likely to contribute to personal and 
social development." (p.l8) 
Hargreaves et al (1988) support this view. They 
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believe that PSE progrannnes, 
"should also help young people make rational, 
autonomous decisions about themselves and their 
world." Cp. 11~) 
They go on to commentJ 
"They should help the pupils question and think, 
a requirement, one would imagine, not just of PSE 
in particular but of education itself." (p.rt") 
They argue persuasively for the climate and approach 
which are fundamental to much positive PSE work in 
schools, to be consistent with a whole school approach 
throughout the curriculum. The authors support 
Tomlinson's view (1983~ 
"It is too often implied that the educational 
needs of children can in some ways be divided 
into cognitive and affective areas •••••••••• In 
fact, the two kinds of development are inter-
dependent. " ( p. 5) 
They go further to speak of the need for consistency 
in that the processes of personal and social learning 
in PSE initiatives need to be at one with the 
processes of learning and development elsewhere in the 
school. If value is placed upon pupils' contributions 
to discussions, their use of initiative and the 
ability to work co-operatively within PSE, it appears 
contradictory if they are suppressed, limited to 
following the teacher's example or directions and 
expected to work in isolation whilst working in other 
areas of the curriculum. 
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Thus a model of curricular and pastoral integration 
would appear to be worth striving for. Generally 
there are indications that this has not been widely 
achieved. Measor and Woods (1984) have indicated that 
pupils who have been expected to exercise personal and 
social skills and the qualities of initiative and 
collaboration in primary schools, are given little 
opportunity to exercise them when they transfer to 
secondary schools. It seems likely that pupils • 
learning will be reinforced and enhanced if the 
processes of personal and social learning are at one 
with the processes of learning and developments 
elsewhere in the school. This has implications for 
every curriculum areas, including physical education, 
in that there may be much worthy of consideration in 
the personal and social education philosophy and 
methodology. 
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Chapter ~ The Background to Physical Education 
2.1 Introduction 
In Chapter 2, an analysis of curriculum initiatives in 
physical education will be undertaken. These 
initiatives represent the major developments which 
have occurred in the literature concerning physical 
education during the past ten years. Each of these 
innovations implies a child-centred philosophy in 
which the main focus would appear to be on the child 
and his needs rather than on the teacher or the 
subject matter. 
Finally, some of the literature from North America 
will be discussed. 
2.2 The Background in Physical Education 
There is some evidence to suggest that much physical 
education is taught in the traditional formal 
instructional style. 
Underwood's survey (1983) provided a comprehensive 
survey of the physical education curriculum in this 
country. Amongst his findings were the conclusions 
that teaching styles tended to be direct and that 
general trends showed that teachers placed most 
emphasis on the content of programmes. Less emphasis 
was placed on aims and objectives and teaching method 
and any form of evaluation was regarded as least 
important. 
Dickenson•s study (1987) contains implications that 
non-appropriate teaching styles may be adversely 
affecting pupils' attitudes to physical activity and 
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commitment to an active lifestyle. Under the heading 
'Implications for Physical Education' he comment~ 
"If physical education is going to encourage 
young people to participate in physical activity 
and develop within them an understanding of the 
value of activity, then teachers need to adopt an 
individual approach to learning, which promotes 
the concept of pupils being involved in the 
learning process." (page 122) 
In his conclusion of the areas for future 
consideration for the physical education departments 
involved in this study, he identifie~ 
"a move towards adopting individualised teaching 
methods and involving pupils in the process and 
direction of their education" (page 123 )1 
as being significant and worthy of consideration. 
Spackman's study (1986) 'The Systematic Observation of 
Teacher Behaviour in Physical Education: The Design of 
an Instrument' provides evidence of the traditional 
didactic style still being prevalent. 
"The teachers 
predominantly 
preferring to 
simultaneously." 
As she comments, 
were consistent in using a 
prescriptive teaching method 
address the whole class 
(page ii) 
"By selecting this behaviour which is the 
hallmark of didactic teaching or coaching 
behaviour, the teacher is responsible for the 
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vast majority of the decisions in the physical 
education lesson" (page 133), 
and notes that one of the reasons for this is due to 
teachers cantering on the acquisition of motor skills 
rather than the development of understanding or 
attitudes towards physical education by the pupils. 
She concludes that1 
"the lessons appeared to be more concerned with 
physical training than with education of the 
physical through the physical •••••••••• " (ppl'33-
134) 
Several features were noted in her study. 
(1) Prescriptions were given as to the task to be 
followed, when and for how long it was to be done 
and how it was to be accomplished. 
(2) Choice was rarely given either for the nature of 
task to be pursued or for the method of pursuit 
or the practice time available. 
( 3) Very short periods of time were given by teachers 
to asking pupils questions about their 
performance or about themselves or how they felt 
about involvement in the activity. 
(4) Teachers did not engage in dialogue with pupils 
about their work for any length of time 
feedback constituted a very short part of lesson 
time. 
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(5) Observation of pupils working appeared to be the 
second most important teacher behaviour for most 
teachers and it is typically followed by further 
prescription or feedback, sometimes both. 
(6) Material seemed to be organised for all pupils in 
the same way, which does not take account of 
individual differences or that pupils may not 
learn equally well the same way as one another. 
Spackman concludes that, 
"It was difficult not to escape the conclusion 
that the physical education stereotype cited by 
Hendry (1973 and 1978) was very much in evidence 
in 1985." (page 137) 
When considering the implications of her research for 
initial teacher education programmes in physical 
education, Spackman comments that whilst practice and 
command style teaching both have a part to play in the 
teaching of physical education, over use of both 
styles, 
" deny the pupils the opportunity to 
make decisions, create their own work and be more 
responsible for their own learning." (page 142) 
She also comments that the pupils were necessarily 
teacher-dependent due to the manner in which they were 
taught. She recommended that trainee teachers need 
familiarisation with alternative teaching styles, 
which would encourage the teacher to be more flexible 
in the forms of organisation chosen as the context for 
learning. 
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As Spackman acknowledges, the physical education 
curriculum is witnessing a change - both in content 
and methodology. The objectives appear to be shifting 
from predominantly promoting skill acquisition to 
developing knowledge, understanding and positive 
attitudes towards exercise and activity as evidenced 
by the growing interest in health-based physical 
education and the teaching games for understanding 
initiative over recent years. However these 
initiatives demand flexibility, new knowledge and 
sensitivity of attitude towards the subject and the 
' learner, which seem incompatible with the stereotyped 
image of the physical education teacher of Spackman's 
study. 
2.3 The HEA 'Health and Physical Education Proiect', 
Loughborough University 
The HEA 'Health and Physical Education Project' at 
Loughborough University launched in 1985 by The Health 
Education Council in conjunction with The Physical 
Education Association aspired to providing children 
with adequate practical knowledge to enable them to 
take responsible decisions regarding exercise, helping 
them to recognise the positive value of an active 
lifestyle as a means of enhancing the quality of life. 
By promoting a health-based physical education within 
the curriculum, it was hoped that this would go some 
way to counteracting an over concern for competitive 
activities. The project identified a development and 
a research role in outlining its objectives in its 
first newsletter. As well as producing resource 
material by means of booklets offering a range of 
focuses in pupil activities, teaching approaches and 
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information packs, the project identified the need to 
develop, l • 
"teaching strategies involving children in their 
own learning."' (l't85,p li) ''"" 
__ ) 
The project proposed to draw upon the expertise and 
research experience of teaching staff by establishing 
two inter-linked structures of coll1lllunication. The 
'inner network' comprised two small groups of 
specialists in health-based physical education, 
teachers and local authority advisers, enabling the 
project to draw upon a wide range o{ ideas and 
innovations. The group would act in an advisory and 
consulting capacity to the project. The outer network 
comprised of professionals who could keep in touch 
with the project through the project newsletters. 
From outset the project recognised that pupils needed 
to become involved in their own learning to convince 
and motivate them of the need to pursue an active 
lifestyle; this was implicit from the outset of the 
project, if under-developed. It was evident from the 
project's contact with teachers that many physical 
education teachers were interested in and sympathetic 
to the need to examine their prograll1llles in school and 
include health-related-fitness prograll1llles, but were on 
fairly unfamiliar ground in terms of new approaches to 
implement this focus. It appeared that the content 
change was driving the innovation, the recognition 
that a dominance of competitive, traditional team 
games was unbalanced and needed modifying. 
The researcher had embarked upon a major curriculum 
innovation in her own school, 
related fitness courses for 
in developing 
girls aged 
health-
between 
thirteen and eighteen. To gain responses to the 
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innovation, she asked all those pupils involved to 
complete a questionnaire giving their opinions about 
the courses they had experienced. Two factors emerged 
from the survey conducted with 158 girls: 
(a) The girls enjoyed the freedom they experienced to 
develop their own exercise programmes • This 
proved the most popular aspect of the course. 
(b) Pupil-centred learning could be developed 
further. Pupils wanted to try out things for 
themselves rather than 'be told' what to do. 
The researcher had conducted some work for Coventry 
Education Authority with ten Coventry schools who were 
involved in health-based physical education courses. 
Her contact with schools suggested that they were 
clarifying the content and timing of their courses, 
but that further attention was needed on how to help 
pupils' understanding. 
highlighted as follows: 
Some considerations were 
Whether teachers were encouraging pupils to solve 
their own fitness problems, plan for themselves 
and develop life time skills. 
Whether teachers were acknowledging progress in 
recognising positive changes in pupils' attitudes 
and work in this area. 
Developing the appropriate teaching strategies 
for teachers to communicate the significance of 
a health focus in a style and manner which is 
relevant to young people. Involving students in 
the process 
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"so that they are involved in the experience 
and value it for themselves" Cp. Vi), 
was seen as crucial. 
In the same newsletter, Matharu and Dowling (1987) 
wrote of the importance of enhancing pupils' self 
esteem through physical activity. One of the factors 
they identified as important was of the importance of 
the atmosphere of the learning environment. Giving 
pupils access to taking responsibility, making 
decisions within lessons and instilling pupils with 
confidence through the encouragement of a sense of 
commitment and pleasure in activity were regarded as 
being of importance. 
Four suggestions were put forward 
"Develop ways for pupils to have the opportunity 
to try out ideas for themselves and explore 
through activity." 
"Give pupils responsibility eg a chance to 
organise an event, competition or visit." 
" Allow students to have greater responsibility 
for each other within lessons, eg reciprocal 
learning, partner challenges." 
"Allow pupils to comment on their progress, eg 
through profiling." Cp. iv) 
These are in sympathy with a student-centred learning 
philosophy. 
A key feature of the project's work has been the 
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consistent emphasis on increasing participation through 
involvement of pupils. Almond (1989) recommends that 
pupils, 
"Take responsibility for learning; and be involved 
in decision making about their learning and the 
kind of experiences appropriate to their needs and 
interests." (p31) 
He suggests (1989) that P.E. teachers could organise 
set times within a school year when young people could, 
either individually or in pairs or groups, present 
something of their own, which can be valued within 
schools. He recognises the need for students to gain 
independence and emphasises that teachers need, 
"to recognise the significance of student-centred 
learning to assist the transition from school to 
involvement in physical activity in the 
community." (p32) 
This focus is clearly upon the student, his thoughts 
about activity and its place in his life and is in 
keeping with the philosophy of the Health & Physical 
Education Project, whose main aim has been to sensitise 
the teaching profession towards the recognition of the 
place and importance of a health focus in the physical 
education curriculum and provide them with the 
knowledge base and resources to implement this focus 
with the emphasis on a student-centred approach. 
". • . • • • it is imperative that we recognise the 
need for young people to move from dependence on 
the teacher...... towards an independence in 
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which responsibility for one's learning and one's 
actions is an acquired skill nurtured in the 
school setting." (Almond and Matharu 1987) 
However it is clear that if we are teaching a health 
focus in physical education where there is a 
requirement for young people to ultimately accept 
responsibility for making choices about their 
lifestyle, there is a clear need to incorporate 
opportunities for assuming and coping with 
responsibility, making decisions and choices rather 
than imposing decisions and trying to enforce 
behaviour change by teachers direction. There is 
little evidence to support the view that people are 
particularly influenced in health education by being 
'told' what to do, how to behave and so on. Firstly 
there is increasing evidence, Thomas (1978), Fox and 
Biddle (1988), that pupils self esteem is crucial to 
taking decisions about health matters and how poor 
self esteem appears to be associated with low health 
status. Thus there are implications for the 
importance of raising pupils' self esteem in physical 
education. How we work with young people would appear 
to be crucial if their experiences are to be positive 
and rewarding. Further, if we are aiming to enable 
pupils to gradually assume independence from the 
teacher in order to facilitate post school 
participation, there will be a need to develop 
resourcefulness showing commitment and determination 
to facilitate this movement towards autonomy. These 
are qualities which many physical education teachers 
would profess their subject develops in young people, 
yet it is questionable whether they are necessarily 
products of the physical education experience? If 
physical education teachers are serious in their 
claims for their subject in terms of its contribution 
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to such personal and social skills, a focus on the 
student, his thoughts, feelings and abilities would 
appear to be the essential starting point upon which 
to build. 
2.4 The 'Games through Understanding' Initiative 
It has become apparent that one of the major 
innovations within physical education in the 1980s has 
been the 'Games through Understanding' innovation. 
Much of the thrust of this work has been initiated 
from Bunker and Thorpe at Loughborough University, 
first outlined in 1982, and expanded upon in 
'Rethinking Games Teaching' (Thorpe, Bunker, Almond 
1986). Their close observations and experience of 
games teaching revealed highly structured lessons 
which they believed leaned heavily on the teaching of 
techniques or at worst, children themselves being 
required alone to sustain their own interest in the 
game. They believed this resulted in: 
(a) a large majority of pupils achieving little 
success 
or 
(b) the majority knowing very little about games 
(c) players who possess inflexible techniques or poor 
decision making capacity 
(d) players who were largely dependent on their 
teacher/coach 
(e) a failure to develop 'thinking' spectators or 
administrators. 
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They claim that traditional methods have tended to 
concentrate on specific motor responses and take 
little account or the contextual nature of games. 
Teachers tended to teach 'how?' before they teach 
'why?' The reasons for this are complex and deep-
rooted. The development of skill acquisition courses 
in teacher training institutions seem to have resulted 
in an over emphasis on technique instruction, 
particularly in games playing. Clearly it is easier 
to isolate and quantify techniques and trainee 
teachers could be more easily assessed in terms of 
their 'technical' knowledge and accuracy. 
As curriculum developments occurred in other aspects 
of the physical education curriculum, games education 
seemed to have stood still, although still fulfilling 
a major part of most schools' physical education 
programme. Physical education students continued to 
be taught and taught how to teach themselves in this 
skill-orientated style. 
In planning games lessons, physical education students 
have traditionally been encouraged to divide their 
lesson into a clear format of the Introductory 
Activity, the Technique Section and finally the Game. 
Such an approach ensured that a lecturer/tutor could 
check on the student teacher and gain insight of what 
was being covered in other lessons. Thus the 
techniques aspect became a vital component of the 
lesson for most teachers, who as skilled games 
had mostly themselves been through such 
players 
highly 
technique-orientated coaching sessions. Thus Bunker 
and Thorpe believe that the recognition that this 
rigid structure lead to a 'content' based, rather than 
a 'child' based approach was not widespread. 
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They maintain that a technique-orientated approach 
does not help children understand the game. If a 
teacher concentrates on a technique, he is in effect 
telling children that they must learn this before or 
in order to play the game. This in turn may enforce 
feelings of failure with those who are less able or 
deprive even the most able child of a real 
understanding of the gam~ or-of being in a position to 
make decisions about the employment of techniques. 
Bunker and Thorpe ( 1982) developed a model for an 
understanding approach to games. The model was based 
upon the philosophy of helping children to understand 
games in order to open them to all children of all 
abilities. There is a reduction in the importance 
attached to the teaching of techniques in contrived 
situations and more of a focus on the child himself 
and his perceptions and awareness of the game and its 
implications. The focus is on the game form. Bunker 
and Thorpe' s model has six stages. The approach 
starts with a game situation. From the outset, pupils 
need an awareness of rules to give the game some 
shape. Following this, children will need some 
tactical awareness - how to create or deny space to 
beat the opposition. From this point children will be 
in a position to make two decisions - 'what to do?' 
and 'how to do it?' It is only from this stage that 
skill execution can be refined as appropriate. This 
is important as the approach becomes more child-
centred. It is introduced as it becomes appropriate 
and relevant to the child and arises from the child's 
involvement in the game, rather than a pre-requisite 
to play the game. 
The key features of this model appear to be that 
children's motivation for and enjoyment of games 
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playing is enhanced, which is essential if they are to 
retain a life-long interest in games, both as a 
participant and as a spectator. It would appear that 
this focus for games education has its roots in a 
student-centred philosophy and could be fitted within 
such a framework. 
To meet teachers' frequent criticisms that theoretical 
models are offered often with little guidance to 
facilitate their transfer into practice, Bunker and 
Thorpe attempted to work with teachers' groups in 
practical sessions, where they presented their ideas 
through this focus. Having attended one of these 
courses, the researcher became convinced of the 
approach in terms of pupils' responses, both of 
achievement and motivation and also in terms of the 
climate which was created as a result of this style of 
teaching and learning. She became convinced that 
there was a need to take this further and develop the 
approach as a total philosophy which could underpin 
the total physical education curriculum. 
Another innovation within games teaching concerns 
Whitmore's concept of the 'Inner Game' (1982). This 
is an approach which is concerned with the learner 
concentrating himself on his experiences and his 
goals. The coach fulfils the role of facili tator, 
rather than instructor and prompts the learner to feel 
what is going on in his body, observe his immediate 
environment and notice his own mental processes. 
Whitmore (1982) emphasises the transference of 
responsibility, "The common element of the shift 
•••••••••• is that of a switch of responsibility, from 
the manager to the worker, the doctor to the patient, 
the teacher to his student and the coach to the 
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athlete.(p.:l) Much emphasis is given to the power of 
concentration and the overcoming of any mental 
barriers which may impede performance. 
The learner is encouraged to ask himself 'what is 
happening?' and what he wants the outcome to be, so 
that he is clear about his specific underlying goal 
and motivation. He then learns through the experience 
of his movements and is helped to focus on his actions 
by his coach, but is rarely directly instructed. 
Whitmore described the rewards to the student in terms 
of '1 fluidity of movement, exhilaration of self 
discovery and the enhancement of self image." (p. tr) 
At times, the coach or teacher may coach or instruct 
in the traditional sense if the situation demands it, 
yet more frequently the learner is guided through a 
process of self discovery, in order for this to be 
more directly personal and meaningful for the learner 
- the focus is on the learner's thoughts, feelings and 
imagination rather than on those of the coach or 
teacher. 
Throughout the physical education literature in 
journals, the 'games for understanding' approach has 
evidently dominated our thinking for the past ten 
years. This innovation in games is close to a 
student-centred approach, but some would argue that 
the educational gymnastics movement already preceded 
any such movement in games teaching. However, an 
examination of the available literature on gymnastics 
teaching (Williams 1974, 1978, Morison 1969, Mauldon 
and Layson 1979) reveals that the principal emphasis 
was on content rather than on the teaching approach, 
or the learning process. Morison (1969) expands at 
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length on the development of material by way of themes 
for gymnastics lessons, devoting one chapter t~ 
"Planning, Teaching and Observation." (p.133) 
In this, some indication is given of the value of 
partner and group wor~ 
and, 
"Working together entails adapting to someone 
else, sharing with them, planning, arranging, 
selecting, experiencing things together." (p."'Pr) 
"There should be some partner or group work in 
every lesson at secondary school stage. " (p. 74-) 
Many ideas are suggested for developing the content in 
terms of partner activities and group work and it is 
stressed, 
"These actions also demand very good team work 
and reliability from every member of the group. 
They should not be attempted unless people are 
fully capable of good co-operation··········~ (p.81.1 
Similarly, the concluding paragraph closes with, 
" very much more important is the 
continuous educational process which fosters an 
ability to assess situations and to think 
independently . • • • • • • • • • but most of all to 
develop attitudes of consideration for others and 
sympathetic relationships with them." (p.l73) 
However, one of the problems appears to be that there 
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is little indication of how to facilitate a caring, 
trusting atmosphere in which pupils are mutually 
supportive, yet gradually assuming independence. It 
would appear to be left to the teachers' imaginations 
to create the sort of positive atmospheres within 
lessons to develop such qualities in pupils. 
Similarly Mauldon and Layson (1979) offer a wealth of 
ideas in terms of lesson content which again is in 
keeping with the child-centred focus. The value of 
co-operative partner and group work is emphasised 
again with the inclusion of many strategies for 
developing the content, yet there is little real 
emphasis on the teaching approach nor the means to 
create the appropriate atmosphere to enable a child-
centred focus to flourish. Again this would appear to 
be left to teachers' discretion to interpret the 
content and introduce the vast selection of material 
in an appropriate manner. In this sense, the 
innovation was more content-orientated. Certainly a 
more flexible teaching approach was hinted at, but not 
thoroughly articulated. This could be regarded as 
somewhat surprising, as without doubt, the underlying 
philosophy was to move towards a child-centred 
approach which would better meet the needs of pupils 
of all abilities. 
Once again, as with the 'teaching for understanding' 
approach, an appropriate pedagogy is not spelled out. 
It would seem necessary to articulate more forcefully 
the teaching/learning requirements which go hand in 
hand with a change of content. 
2.5 Developments in Outdoor Education 
It is widely recognised that, over the past twenty 
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years, there have been developments in the approach 
and focus used in outdoor education. As physical 
training became physical education, outdoor activities 
or outdoor pursuits became outdoor education. In the 
1960s there was much emphasis on acquisition of skill 
through adventure, facing up to natural dangers which 
it was widely believed gave one 'character' and 
developed admirable personal qualities. 
In his article 'Planning an Adventure Experience in 
the Outdoors', Olgilvie (1985) articulates the two 
contrasting approaches towards outdoor education of 
which he has personal experience and which he feels 
pose still pertinent questions in the 1980s. 
The first was based upon a 'skills' approach 
underlying which were several assumptions. The first 
of these was that staff 'know best' and are best 
placed to instruct students towards a 'finished' 
model. Teachers are crucial to the process and are 
concerned with getting students to the finished ideal 
self sufficient state as quickly as possible in the 
time available, therefore they choose the method of 
teaching which facilitates learning the fastest and 
results in fewest mistakes or experimentation. Most 
of this learning is performed through student 
imitation of the teacher, to acquire the pre-
determined skills as quickly as possible. The 
priorities and goals were staff chosen and the 
preoccupation was with technique or skill acquisition. 
Accordingly to Olgilvie, 
"Task-orientation approach is the name I give to 
this type of programme." (p.38) 
Olgilvie and his team of staff began to question 
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whether the methods and approach they were using were 
most likely to minimise the achievement of the 
personal and social development they aspired towards 
for their students. At the same time, humanist 
theories, largely expanded by Holt and Rogers, were 
being widely articulated and Olgilvie's team decided 
to identify exactly what social effects they were 
seeking from their courses and demonstrate this to be 
achievable through a different approach. The emphasis 
would be on people; the courses would be less 
important as ends in themselves and more, 
"as a vehicle to facilitate journeys of a more 
personal nature within oneself." Cp. 39) 
A complete re-structuring of course content and 
methodology was necessary. Students became involved 
in the decision-making about their courses, not only 
about activities, but about the handling of inter-
personal problems. The approach was consultative and 
democratic and the shift of responsibility was 
adjusted towards the 'clients' and students. Self-
discovery and a sense of personal growth were crucial 
aspects for students and staff alike. Reflection and 
review became more important features of experience-
based learning, 
and, 
"The other main development over the past years 
has been the ever increasing importance attached 
to the process whereby experiences are evaluated 
and appraised," (p. '+.:t) 
"Looking at what was done, how it was done and 
how you and others felt about it, can result in 
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a lot of valuable feedback about personal 
effectiveness." (Olgilvie 1985J p.J+~) 
According to Olgilvie, the focus switched onto people 
rather than things - ie skills. Approaches need to be 
matched to the group, 
"It is important for outdoor educationalists to 
be aware that it is only with group centred 
styles of approach that the social growth of 
young people, which we now say is what outdoor 
education is all about, can be facilitated. "(p.lf-2.) 
He recognises that the challenges posed by being 
required to be an active, contributing member of a 
group are just as severe as the environmental 
challenges. Such environmental challenges are easier 
to establish and access and for this reason Olgilvie 
speculates that this is for many the reason they cling 
to the former model. Facilitating personal growth and 
the development of sound human relationships is more 
abstract, more fraught with difficulties and more 
threatening for students and teachers alike7 yet he 
remains convinced that if one believes that outdoor 
education is mainly about personal and social 
development, this approach is essential. He poses the 
dichotomy which he believes has always been present in 
thinking about outdoor education, 
(a) "Is outdoor education about improving 
the quality and number of journeys made 
in the external environment? 
OR 
(b) is outdoor education about helping 
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students on journeys into their own 
inner universes?" (p. 3'l) 
Orgill (1985) expands upon the theme in his article 
'Adventure on your Doorstep'. In it, he questions the 
belief that1 
"the value of the experience (or the good done 
unto) is directly proportional to the distance 
travelled" Cp.ll), 
and supports the value of urban outdoor pursuits which 
he claims will be more relevant and meaningful to many 
young urban dwellers • He advocates lively, 
imaginative, but locally-based activity programmes, 
where attention can be paid to personal and social 
development, 
"through involvement with planning and 
preparation and the acceptance of responsibility 
in learning-centred approaches , " ( P· 12.)) 
believing that 
responsibility 
this type of 
is more likely 
involvement 
to promote 
with 
self-
reliance, independence and longer term participation, 
which is in sympathy with Olgilvie's view. 
The importance of utilising experience, by 
transferring learning to new situations and building 
upon skills achieved is an important factor. This 
'transfer of training' effect had been claimed by the 
Outward Bound Movement for several years. It has now 
been developed and refined, in many training 
institutions in different settings and contexts, but 
has been particularly developed and expanded in 
outdoor education circles, which have been at the 
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forefront of the 'development training' movement 
(Brathay Hall 1986). 
Development training essentially embraces a range of 
active approaches to learning which aim to develop 
people's ability to learn from experience. It 
combines adventure and discovery learning with 
individual target-setting. Trainers are facilitators, 
helping in direction finding, without providing it. 
Learners take increasing initiative in what they do, 
the base is confidence-building, allowing the learner 
responsibility in as many areas as possible, 
particularly for the decisions and choices which 
affect their future. Development trainers are 
generally directing students towards opportunities for 
developing greater self-direction. The outcomes 
depend largely upon the quality of the experience and 
the quality of the reviewing which follows. 
Although development training has been associated and 
identified with outdoor pursuits, it is a process 
which is used widely within industry and commerce, on 
some YTS and youth employment training courses, 
voluntary organisations and charitable and commercial 
agencies and on personal development courses. 
If one accepts that 'development training' is 
concerned with learning by doing, it is clearly 
organised in many apparently diverse forms. For 
example, 'education for capability', 'leadership 
training', •social skills training', •residential 
training' and 'outward bound' all include aspects of 
personal and social development training as a means to 
'open up1 participants to learn how to learn. However, 
Everard (1986) in his report as chairman of the 
Development Training Advisory Group identifies that, 
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"Its wider use in schools would lead to a more 
effective educational system " Cp. 73), 
implying that the approach is not widespread within 
the school setting. With the help of Brathay Hall, 
Cumbria LEA is retraining its teachers through the 
approach. Using development training methods, 
teachers are helped to change from a didactic to an 
experiential style. Reporting to the Development 
Training Advisory Group, Howarth (1986) explained that 
the residential week at Brathay produced a 'quantum 
leap' in the impact on the way they teach and manage 
the rest of the course and he stated, 
"The key features of development training are 
effective and welcomed by the teachers in helping 
them meet the challenges of school life in 1986." (p.S) 
Thus many organisations and institutions are using the 
development training approach in training their 
employees, clients or students. Outdoor education has 
been at the forefront of this approach, indeed many of 
the activities and experiences offered through outdoor 
education fit neatly with the development training 
approach, thus the relationship is logical and 
mutually supportive. It would appear that the 
potential for using development training within 
schools has yet to be fully explored. In particular 
physical education with its many and varied challenges 
through activity and its potential for group work is 
particularly appropriate for the development training 
approach. 
2.6 Reciprocal Teaching in Gymnastics 
Underwood's research (1985) explored what was involved 
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when a physical education teacher attempted to shift 
from the traditional style of physical education 
teaching in the teacher-directed mode, to an approach 
with personal and social development to the fore with 
pupils encouraged to 
responsibility within 
Underwood (i<JS5) notes, 
make decisions and take 
the sphere of gymnastics. 
"An authoritarian style of teaching demands conformity 
and minimal interaction. The process is one way and 
training institutions have frequently perpetuated a 
model of teaching which requires pupils to listen, 
absorb and respond uniformly, rather than debate, 
question and respond individually •••••••••• "(p. 2.11-) 
He comments that on a DES regional course, not one 
from 60 participants from 18 different training 
establishments had ever been shown a method where 
there was an attempt to individualise programmes, use 
visual resources or explore the use of peers in the 
teaching process. 
Underwood acknowledges that there is some literature 
to suggest that children can only learn efficiently 
from concrete situations for example, 
"Learning takes place through a continuous 
process of interaction between the learner and 
his environment which results in the building up 
of consistent and stable patterns of behaviour, 
physical and mental. Each new experience 
reorganises, however slightly, the structure of 
the mind and contributes to the child's world 
picture." (Plowden Report 1967, p.l~2) 
Further Dewey (1910), Hook (1974) Plowden (1967) all 
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support the basis of development being encouraged 
through active experiences. 
If pupils are to be helped towards autonomy there is 
a need for progressive stages towards independence 
with pupils gradually making decisions, instead of the 
teacher. Perrott ( 1982) makes the following 
observation of the teacher as the decision maker, 
"Decisions are concerned with 3 basic teaching 
functions: 
(1) Planning. 
(2) Implementation. 
(3) Evaluation." (p.'-) 
Underwood notes that teachers traditionally make all of 
these decisions (p. '34), 
.2· 
How to teach it? 
(Implementation) 
Teacher Decisions 
.1· 
What to teach? <E------------
(planning) 
but need to move towards (p, 85), 
2,. 
How to learn it? 
3. 
Evaluation 
Pupil Decisions ~ ~ l. 
What to learn? ~------------ Evaluation 
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Underwood comments that1 
"teaching styles must show progressions which 
gradually allow pupils to take more 
responsibility for decisions in each of these 
areas." (1"1!5, p.95) 
However he highlights the difficulty of working in 
this way if the rest of the school life is 
significantly different. Developing a climate of 
warmth, understanding and social acceptance will prove 
difficult and will not easily succeed if the rest of 
school is in direct contrast. 
Underwood suggests that teachers have never considered 
autonomy as a major aim of their work. If it was 
accepted as a major responsibility, the process of 
learning would represent that fact. 
Underwood notes that although the Nuffield and Schools 
Council Curriculum Science Packages encourage an 
enquiry approach to training and there have certainly 
been movements in physical education within dance and 
modern educational gymnastics towards this, it has 
rarely spread to other aspects of physical education. 
Yet in Underwood's review of the available literature, 
he acknowledges a wealth of support for encouraging 
pupils to take decisions and of the need to transfer 
responsibility to the learner. He acknowledges 
Chruden and Sherman (1972) who declare; 
"The most effective manager is •••••••••• able 
to use a wide variety of approaches available to 
him in determining the degree to which the work 
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group can participate in the making of decisions." 
(p381) 
Underwood (1985) acknowledges Wragg (1984) who 
emphasises that the teacher must develop teaching 
strategies which not only transmit information, but 
also encourage children to learn independently as a 
member of a group. 
Staniford ( 1983) is on of the few writers to analyse 
what he calls, 
"personalised physical education." (p154) 
He writes of pupils needing to make more of their own 
decisions - and of an environment where, 
"personal encouragement, co-operation and 
interpersonal relations are used to the fullest." 
(p155) 
His teaching styles rely heavily upon Moss ton's work, 
particularly in reciprocal teaching and individualised 
programmes. He argues that these styles are 
particularly suitable, 
"because they free the teacher to move round the 
class, continually challenging, inviting, 
stimulating and encouraging." (p156) 
Underwood uses visual task cards at learning situations 
which help to free the teacher to spend more time 
asking questions, being supportive of children and 
encouraging peer and group support. 
This view of physical education has its foundation in 
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the philosophy of allowing pupils more freedom to make 
decisions in the learning process. Nutting ( 197 3) 
hints that greater behavioral changes occurred in 
groups where broad decision making was encouraged. 
Anderson et al (1972) emphasised that participation in 
the planning of activity was a strong factor in 
contributing to the overall enjoyment. This is linked 
strongly with the development of humanistic education 
(Hellison 1973) and the use of individualised 
programmes (Bishop 1971). 
Bruner (1972) in his article 'The Uses of Immaturity' 
discusses the difficulties created for pupils by 
keeping them in the 'pupil' role. He urges that 
education should be of a 'communal undertaking' and 
that children should take some responsibility for 
helping others. Coleman (1974) supports this and 
proposes two objectives for schools. The first is 
'self-centred' in that it attempts to achieve the 
cognitive and non-cognitive skills. The second is 
centred around 'others' in that children should have 
the opportunity to be responsible for others. He 
believes that by creating opportunities for this to 
happen, the child will learn the sort of behaviour 
required of the socially responsible adult. He 
believes that, 
"Only with the 
responsibilities can 
experience 
youth move 
of such 
towards the 
mutually responsible and mutually rewarding 
involvement with others that constitutes social 
maturity." (p.lg} 
Underwood (1985) ind1c.ate5 that teachers of physical 
education appear to believe that the function is to 
achieve aims within the psychomotor domain, although 
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he acknowledges Kane's study (1974) which found that 
physical education teachers wanted to achieve aims 
within the affective domain, even though there was 
some incongruence in their stated aims and objectives. 
However Underwood's definition of physical education 
places emphasis on more than just the physica~ 
"Physical education is the nurturing of physical, 
social and health needs of the present and of the 
future." ( p.55) 
Underwood's implications for the social climate within 
physical education are that it should be one of co-
operation, sharing, trust and understanding, 
"Too often", says Underwood, "it is one of 
unfairness, conformity, irrationality and 
insensitivity." (p. 83) 
There is evidence of transference of responsibility in 
the first part of Underwood's study. His selection of 
task cards in gymnastics showed that it was possible 
to implement a range of teaching and learning styles 
which gave a variety of responsibilities. Gradually, 
pupils became responsible for their own warm-up. The 
class climate was enhanced by the lack of "barked 
commands" comments Underwood (p. 4ali-) The.children devised 
their own handicap system to make the jumping 
activities fair. A fair degree of co-operation was 
evident as they helped each other achieve the tasks. 
Pring (1984) refers to Underwood's initial project asJ1 
"Possibly the most interesting innovation in 
physical education . • • • • • • • • • and could have made 
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a most significant contribution to personal and 
social education." (p.l3'+) 
He notes that 'helping each other', 'non-aggression' 
and 'responsibility for tasks set' are overtly 
stressed and the independence of the student is of 
paramount importance. 
2.7 Personal and Social Development through Physical 
Education 
The DES statement (1979)/ 
"the personal and social development of the 
pupils is one way of describing the central 
purpose of education, a purpose in which the 
school does not work alone" (p. 2.0~) 
has implications for every curriculum area in schools. 
How far physical education has taken up personal and 
social development as a central focus of the subject 
is open to question. Physical education clearly 
places emphasis on skill acquisition and the growth of 
knowledge and understanding, but arguably the 
fostering of personal skills and qualities and the 
promotion of positive attitudes is left more to chance 
or to what Hargreaves (1982) calls 'The Hidden 
Curriculum'. 
Facey ( 1984) emphasises that personal development 
should override all that we do in physical education, 
"if a young person feels valued, has self-esteem, has 
status and enjoys an active lifestyle, then the 
quality of his life will also be enhanced." (pam.- l-1 ~) 
Facey explores the core experiences and challenges to 
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which each student is entitled. However, it is the 
focus of his framework rather than the content which 
is crucial. 
Understanding Learning about me Improvement 
Valuing pupils' opinions 
involving pupils in their own learning 
allowing pupils to accept responsibility 
(taken from 'Physical Education for Life' Coventry LEA 
( 1984) po.rQ.·l68) 
Facey's focus is in keeping with the APU (1981) which 
identified the importance of •self' to young people. 
The importance of raising the self-esteem and emphasis 
on improvement is all important. Young people need to 
set realistic, achievable targets which induce 
feelings of being useful and wanted for successful 
learning to take place. 
Facey emphasises that the ethos of the physical 
education department (and ultimately of the school) is 
crucial for pupils to feel important and valued within 
the school community, "by valuing pupils opinions, 
involving them in their own learning and allowing them 
to accept responsibility for their own and others' 
learning, the focus of our teaching is reinforced." 
( p01a· 2:12...) 
fac~ (1983) question:; whether, despite physical 
education teachers' claims in terms of personal and 
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social development through PE, there 
indications of how this might be achieved. 
young people develop 'confidence' and 
are real 
How far do 
'trust' in 
physical education? If 'tolerance' and 'leadership' 
are qualities which physical education teachers 
profess to develop how are lessons planned, 
structured and executed to facilitate these? Facey 
describes 5 areas which a PE department could develop 
to maximise the opportunities for personal and social 
development. 
1 "A little more awareness •••••.•••• 
2 Shifting the focus of teaching from the what to 
how. 
3 Structure learning to accommodate the change of 
focus. 
4 Willingness to move from a traditional stance 
which places PASP as an implicit, vague area of 
work to a more prominent, explicit position 
expressed both in its planning and structure on 
paper and in practice. 
5 Develop group work skills to enhance learning 
situations." ( poper 'Per.sonat and<Socio.L.DevetopfVl(?flt: 
-\:hro'!9h P.E', 1'18~) 
His last point is an interesting one. Hopson and 
Scally (1981) have identified the potential that group 
work offers to enhance learning. Similarly, Baldwin 
and Wells (1981) have demonstrated the possibilities 
for encouraging learning through group work and 
clearly recognise the influence of a peer group 
interaction, yet this is not as yet fully explored 
within physical education. Group work of varying 
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group sizes forms the basis of much work in P.E., yet 
the learning potential offered through group 
interaction and dynamics could be further explored. 
Almond (1983) proposes a framework for P.E. with a 
focus on two aspects - the content and the context. 
His emphasis is on pupils 1 
on themselves which is 
viewpoint, 
understanding and focusing 
in sympathy with Facey's 
"We can develop practical experiments which help 
young people learn about themselves." (Bulletin of 
Physical Education, p8) 
Almond's context describes the climate and ethos of the 
working environment, where pupils are involved, valued 
and genuinely involved in their own learning. He 
stresses that teachers need to develop skills to 
capitalise on specific situations which arise in 
lessons. 
Almond (1983) suggests that learning needs to be more 
person-centred, if teachers are to be more concerned 
with improvement rather than an over-emphasis on 
performance level alone. 
the solely competitive 
His challenges move away from 
he offers a variety of 
challenges which are available in P.E. - imaginative, 
competitive, physical, performance/matching models, 
problem solving, making/inventing/creating, personal 
(concentration perseverance, consistency, confidence). 
The style and tone of Almond 1 s article ( 1983) in the 
British Journal of P.E. is clearly intended to pose 
questions to P.E. teachers and prompt thought. How 
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far PE teachers have taken up this case is open for 
debate. There is little evidence from other authors 
of personal and social development as a major focus of 
physical education teaching. 
Almond and Matharu ( 1987) furthered the debate by 
expanding on this theme. They introduced Matharu's 
framework for student-centred learning upon which to 
hang Almond's previously identified content and 
context, through the identification of 'learning from 
doing', 'empowerment', 'sharing' and •ownership' which 
were described as the essential elements of a student-
centred framework. 
Various other key professionals have spoken 
convincingly to teachers of the value of physical 
education in terms of personal and social development, 
notably Wise (1986) Downey (1985) and Belshaw (1984). 
The Association 'Playboard' ( 1985) suggests a new 
perspective on winning1 
"What is needed is a new view of competition which 
emphasises the personal challenge and rewards of 
- trying to do better than last time 
- persistence 
- setting one's goals and finding the discipline to 
pursue them 
- co-operation of playing for the team 
- sheer athletic joy'~ ( P· 6) 
which is in keeping with the focus of developing 
social and personal skills through sport. 
One area which has explored the potential for PASD is 
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---- ------------------------------------
the field of outdoor education. Much of the Outward 
Bound philosophy is based upon the work of Carl 
Rogers. Rogers (1983) cites evidence that the person 
who has a good understanding of himself, who has a 
sense of inner freedom and responsible choice is less 
likely to be controlled by outward environmental 
forces. The person who lacks these qualities is more 
likely to cope less effectively with the stress, be 
less open to learning from his experience, less 
capable of responding to change. 
The report of the Review Group on Outward Bound 
Programmes to the Chairman and members of the Outward 
Bound Council (1986) identified the process under-
pinning personal development through Outward Bound. 
They identified the following core featuresJ 
"It is -
student centred, in that it starts from where each 
student is 
engaging of the whole person, ie it involves physical, 
emotional, mental, moral, social and spiritual 
qualities 
dynamic, ie it has pace, progression and flexibility 
to adapt to emerging needs and events 
challenging, ie it places the student in unknown 
circumstances away from the normal environment 
provocative, ie it forces the facing of issues and 
stretches capabilities through involvement 
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reflective, ie it provides for self-review through 
group mirroring 
positive, ie it builds on and from achievement 
trusting, ie it awards responsibilities to the student 
and works towards autonomy 
disciplined, ie it offers structure and active method 
(eg to plan, learn, try, review and try again) 
supportive, ie it provides physical and psychological 
support from tutors and fellow students" 
c App. 3. rr j. • .2.) 
much of which is appropriate to physical education. 
The Outward Bound experience is described as being "a 
catalyst and a springboard. " (p . .z.) 
It is an incentive to positive planning for the 
future, for goal setting and for action to achieve 
those goals , not an end in itself. This valuation of 
the process is important. Too often in physical 
education, there is an over-emphasis on the end 
product or outcome. 
(Taken from the Review Group's report to the Outward 
Bound Council, 1986). 
As Belshaw stated (1984)1 
"If well taught, the product in physical 
education can make a significant contribution to 
personal and social development and we should 
never lose sight of this . However, in both 
content and methodology in physical education 
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opportunities abound for allowing the activities 
to become a vehicle through which the educational 
process can take place. In general, the 
profession is not as effective as it should be on 
capitalising on these opportunities." (p 15) 
2.8 Other Relevant Literature 
In their article in The International Journal of PE, 
Mancini et al (1983) provide some evidence of research 
to indicate that students' involvement in physical 
education is enhanced by sharing in decision making. 
Anderson, Elliot and La Berge (1972) demonstrated that 
participation in the planning of an activity has a 
positive effect on the enjoyment of that activity. 
Bany and Johnson (1964) suggested that a greater 
change in behaviour is produced when students are 
permitted to participate in decision making rather 
than when all decisions are imposed by the teacher. 
Mosston (1981) contends that the greater the amount of 
student input into decisions, the greater the progress 
of the teacher and student together towards 
achievement of cognitive, affective and psychomotor 
objectives. 
The findings of Mancini et al ( 1983), and Schempp 
(1977) similarly support that pupils involved in 
decision making developed more positive 
towards physical education and showed 
interest in learning skills. This would 
attitudes 
improved 
appear to 
reinforce Anderson et al findings (1972) that having 
a role in the planning of an activity has some 
influence on the enjoyment of the activity. 
Thus Mancini, Wuest, Chaffers and Rich (1983) conclude 
that students will have an improved sense of purpose 
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and commitment to learning if they are encouraged to 
become involved and have some input into their 
learning. They indicate that if children feel good 
about themselves and have their self esteem enhanced, 
they are more likely to repeat an activity. They 
conclude 1 
"If one of our educational goals is to teach 
students to learn how to think and make effective 
decisions, then permitting students to share in 
the decision making process is a viable means to 
accomplish this objective." Cp.2:l) 
Similarly, Mancini, Chaffers and Zaichkowsky (1976) 
found results which indicated positive attitudes from 
the younger pupils when children were given the 
experience of decision making. They showed greater 
interaction with teachers, 
their contributions and 
responses. 
greater initiative over 
increased variety in 
Teacher attitude and behaviour is seen in two studies 
to have influence over pupils' participation and 
interest. Griffin's study (1984) found that girls' 
interactions with both the teacher and other pupils in 
the class had an effect on their participation levels. 
Whether she was ignored, ridiculed, encouraged, 
included in the game interactions or praised, all had 
an effect on the part she chose to play in the lesson. 
Figley (1985) found that there were two major factors 
which influenced pupils' attitudes towards physical 
education; firstly the curriculum and secondly the 
teachers' behaviour. 
Morris (1985) is one of few authors to highlight the 
implications for teaching style rather than simply 
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focusing on content. In 'PE from Intent to Action' he 
encourages teachers to encourage pupils to accept 
greater responsibility for the results of their 
actions. He suggests that teachers structure 
activities that offer more choice, self direction and 
participation, emphasising the need for change style 
as well as content. He considers which methods and 
materials best draw students' attention and poses the 
following suggestions: 
use a variety of stimuli - videos, records, 
cartoons, for example 
change body language; ask relevant questions 
create suspense and a sense of expectancy 
introduce new activities, key into current trends 
and interests 
focus on local events, 
interest, local people 
happenings, local 
vary group size from large to small groups, pair 
work to individual work 
vary the roles of pupils from follower to leader, 
creator. 
provide activity-centred, self-guiding materials 
and learning options 
ask intriguing questions, pose questions which 
provoke thought, elicit feelings and encourage 
movement 
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allow pupils to take the initiative; avoid 'I 
want you to .....•.... ' 
ask pupils to try something different, challenge 
them; 'who can • • • • • • • • • • ? I I 'how else 
.......... ?','what other way .......... ?', 
'isn't it possible to •••••••••• ?', 'see if you 
can .......... ? ' 
above all, encourage a relaxed atmosphere where 
there is a degree of freedom to explore by 
oneself and with others, encourage curiosity and 
use of the imagination. 
Many of Morris' suggestions are 'personalising' 
physical education and are in keeping with Hellison•s 
'Humanist Physical Education' (1973) where the focus 
is on the student first, rather than the subject 
matter. 
There is some literature in support of the development 
of a student-centred learning approach within physical 
education. The American physical educator, Hellison, 
has written extensively of his 'humanist' philosophy 
of physical education (1973). Humanist physical 
education focuses on the person. Hellison ( 1978) 
arguesJ 
"that this orientation places student self 
esteem, self actualization, self understanding 
and interpersonal relations at the centre of the 
physical education teaching/learning act. "(p.1) 
Aware that criticisms levelled at such an approach 
include being 'weak -and fu~·v.j'Q<rr~ p "5_} Hellison identifies 
three goals, 
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(1) To help students in their search for a sense of 
personal identity through physical education. 
(2) To provide a sense of community. 
(3) To facilitate active playful sport which focuses 
on the moment and the activity for its own sake, 
rather than extrinsic motives and pre-planned 
goals. Traditional physical education goals 
focus on exposure to, and for some, acquisition 
of sports and exercise skills. 
According to Hellison (1985)) 
"the need of self responsibility is usually 
ignored. " ( p.lt) 
He believes strongly in the need for physical 
education to deal directly with the self control issue 
whilst also teaching students to become involved in 
the subject matter. His following comment seems 
appropriate and in sympathy with this study, 
"Our students also need to learn how to take 
responsibility for their own learning, for making 
wise choices, and for developing a meaningful and 
personally satisfying lifestyle if they are going 
to make any sense out of the world in which they 
are growing up. They also need to learn now to 
co-operate and to support and help one another if 
they want to achieve any social stability in this 
rapidly changing world." (pp. lf-5) 
Hellison developed five levels as a development 
framework for his approach. Level 0 is the base of 
students who are undisciplined and unmotivated to 
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participate, also socially irresponsible. Level I is 
the beginning of the shift of responsibility towards 
the students. Students at Level I are beginning to 
control their behaviour and acquire self control. 
Level II describes students who are involved in the 
subject with a degree of self control. They are 
probably working within the superv~s~on of the 
teacher, but are happy to participate in activity. 
Level III is called "Self Responsibility'. Students 
at this level not only direct supervision and take 
responsibility for their intentions and actions. 
According to Hellison (1985)1 
"This goal fully rests on the assumption that 
kids can independently reflect, plan, work and 
play if given proper guidance and an appropriate 
framework." (p. 1) 
Level IV "Caring" describes students who are 
motivated enough to extend their sense of 
responsibility by giving support, showing concern, co-
operating and helping others. This assumes that 
students must meet some of their own needs before 
being in a position to help others. 
Hellison recognises that identification of these 
levels alone will not ensure that students will 
progress through them. He recommends that if the 
ultimate goal is self responsibility, this needs 
signalling to students and they must spend time 
practising 'being responsible'. 
He identifies the means to implement such a framework 
through the following general integration strategies. 
{1) Teacher Talk - how and what the teacher says to 
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students. Explain the levels, and the need for 
them. 
(2) Modelling - how the teacher behaves towards the 
students. The teacher's attitude is important 
and should reflect different styles, most 
appropriate to the level in consideration. 
(3) Reinforcement teachers' praise, rewards, 
awards, grades can reinforce if it is genuine, 
positive, specific and appropriate. 
(4) Reflection time students will need time 
thinking about their attitudes and behaviours in 
relation to the levels. 
(5) Student Sharing- asking students' opinions about 
the programme and how best to encourage the 
various qualities appropriate to the levels. 
(6) Specific Strategies - specified activities which 
facilitate or increase interaction at a specific 
level 
Taken from 'Goals and Strategies for Teaching Physical 
Education', Donald R Hellison, (1985),ff· 1-10), 
Hellison gives many examples of specific strategies, 
such as 'The Talking Bench' where students who are 
having an argument are sent to resolve the problem 
themselves, self officiating strategies for Level I; 
negotiation, choice options and challenges within 
activities for Level II, increasing choices, providing 
task cards for pupils to work independently, allowing 
pupils to devise their own programmes and make 
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contracts, keep self reports and check sheets for 
Level III; creating co-operative games, sharing goals, 
group work, reciprocal teaching, cross age teaching, 
community projects under Level IV. 
What is interesting is that Hellison has achieved much 
success with what he calls 'alienated pre-
delinquent, troubled, hostile, problem youth - in 
other words the dregs of the school' in realising 
their potential for self responsibility and fulfilment 
in PE, through his model and strategies. There would 
appear to be no reason why the same approach would not 
work successfully with all students, irrespective of 
their aptitude or ability in physical education. 
There is much depth and source of inspiration in 
Hellison' s work for the would-be innovator of this 
type of approach in physical education. He encourages 
teachers to take whatever appeals to them from his 
ideas and develop or expand them as much or as little 
as they choose1 
"You may choose to stop anywhere along the way, 
go beyond what I have done, or not take the trip 
at all." (Helliso1., 1'118, P· Gi) 
Vivid and revealing accounts of his experiences and 
his undoubted commitment and enthusiasm for the 
philosophy are both stimulating and inspirational as 
a source of ideas for the would-be innovator, 
interested in developing such a focus. 
In Britain, there is some evidence that approaches are 
changing and that the physical education profession is 
beginning to recognise the value of a student-centred 
approach. 
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The City of Coventry Education Department (1987) in 
its document, 'Coventry Teachers reflect •••••••••• on 
aspects of student centred learning' (Active 
Lifestyles Project') reflects a changing philosophy 
and practice in the participating schools. 
"This booklet indicates ways in which student-
centred learning is fundamental to encouraging 
young people to adopt an active lifestyle."(p.1) 
Written by teachers involved in the Coventry Active 
Lifestyles Project, there is evidence of the value and 
most importantly, success of their philosophy of 
involving students in their own learning in health-
related fitness, games, community sporting activities, 
and in the general running, atmosphere and ethos of a 
community physical education department. 
The emphasis is clearly upon: 
(a) reflection and review of experience 
(b) consultation and negotiation about activities 
rules and targets 
(c) sharing, working co-operatively with others 
(d) planning, organising one's own activities 
assuming responsibility, encouraging 
independence. 
Interestingly, many of the contributing teachers speak 
of their satisfaction from employing a different 
approach. Masters' comment ( 1'18-ij was t3picuL, 
"The course offers a break away from more 
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traditional activities and approaches, and this 
has a very real effect on the interest and morale 
of staff "Cp.ro), 
emphasising the benefits to teachers as well as 
students from a different approach. 
Fox and Whitehead (1987) in their chapter on 'Student-
Centred Physical Education' in 'Foundations of Health-
Related Fitness in Physical Education' advocate a 
model which centres around students' needs, rather 
than the traditional sports-centred mode; • They 
described their courses with secondary age pupils in 
health-related fitness, where the emphasis is on 
learning the skills of fitness, as well as acquiring 
knowledge and understanding through the experience of 
learning "how to exercise". However, they emphasise 
that more important than the content, is the adoption 
of a student-centred teaching style1 
"We attempt to be more sensitive to our students' 
feelings and problems and look at them as 
individuals with differing needs, rather than as 
a group." (p. lOO) 
They believe~ 
" • • • • • • • • • • our teaching can become more 
effective, whatever the situation with an 
understanding and humanistic approach." (p.IOO) 
Each student is helped to assess his or her own needs 
and create an individual activity programme which is 
relevant to those particular circumstances. Again, 
this reinforces the impression that curriculum 
developments in health-based physical education are 
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leading the way in terms of developments in approach. 
The profession would appear to be more sensitive to 
the need for a student-centred approach when 
implementing a health focus yet the approach would 
not, as yet, appear to be central to the total 
physical education experience. 
The BAA~PE National Study Group (1989) describe the 
work of ten participating local authorities who 
investigated different approaches used in the teaching 
and learning of physical education. Each 
participating LEA supported two or three teachers as 
they explored the use of different selected strategies 
or a particular style based upon Mosston's continuum 
of styles. The case studies highlighted some 
interesting observations about the value of the use of 
varied teaching styles. Reciprocal teaching was seen 
to have a positive effect upon pupils' social 
development and communication skills. Improvements in 
pupil-teacher communications were noted. Longer 
periods of active learning were apparent and teachers 
felt that children benefited from receiving more 
constant feedback. The style had impact on teachers 
in that they became more aware of the personal and 
social needs of their pupils. 
The problem-solving style was found to involve 
children more and provide more opportunities for 
children to think about their actions. However the 
decisions to be made need to be real and of 
importance, 
"Decision-making improved when the children had 
more responsibility." (p. 1~) 
Many teachers felt that children were being asked to 
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think and reflect, rather than just acquire physical 
skills, thus a more valuable 'total educational 
experience' was being facilitated by working this way. 
The major benefit of the pilot project was clearly in 
the raising of awareness of the teachers involved. 
The opportunity to reflect objectively about personal 
styles, experience other techniques and be critical 
about one's own performance within a support group, 
gave many of the participating teachers a sense of 
confidence and renewed purpose in their teaching. 
To be effective, change must start from where the 
teacher and pupil are, and move forwards in small 
steps. The teachers involved in the project felt they 
were more likely to develop and expand their 
repertoire of teaching strategies having made the 
initial commitment to take part in the pilot scheme. 
However, one over-riding observation must be that when 
teachers were given the opportunity to experiment with 
different approaches, in every case study, the teacher 
found several aspects of value in a different teaching 
style, other than the traditional, didactic mode, 
which most of them were familiar with. It appears 
that given the necessary stimulus and support of 
colleagues or the LEA, many physical education 
teachers are prepared to innovate and could be 
receptive to new ideas. 
2. 9 The .£!!§g for the studv 
Any change can be seen as threatening or challenging 
the basis of much that has been accepted as sound 
practice. It was becoming clear that despite the 
developments of the initiatives outlined previously, 
research indicated that many physical education 
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teachers, for whatever reason, remained in the 
traditional, formal style, with the emphasis on direct 
instruction. Curriculum content development did not 
appear to be influencing teaching approaches. 
The author was interested to discover whether this was 
still an accurate reflection of physical education 
teachers; how far they would be receptive to a change 
of focus? Having a personal interest in the field and 
having begun the slow and gradual process of personal 
reflection upon her own philosophy of teaching 
physical education, she was convinced that to effect 
attitude and behavioral change and to develop an 
understanding of the role and importance of physical 
activity to young people, it was necessary to adjust 
one's focus and approach. To focus on the student and 
his starting point, give him more responsibility to 
become involved in his learning, making decisions 
where appropriate; to help him focus on the actual 
experiences offered through the challenges of physical 
education and build on achievement accordingly, seemed 
worthy of exploration. 
The researcher became interested in developing a model 
or framework for student-centred learning in physical 
education and gathering responses from colleagues 
about their response and interest in such a focus. 
Thus an initial interest grew; there was much 
'mulling-over' of ideas with colleagues and 
professionals in the field, in particular from the 
staff of 'The Health and Physical Education Project' 
at Loughborough University, with whom the author was 
associated through her work in school. 
There was some scepticism from some colleagues within 
physical education and some ferocious debate on 
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occasions that this was just another 'trendy' 
philosophy, in keeping with the 'educational band 
wagon' of the moment, in terms of similar developments 
in TVEI, CPVE, GCSE, ROA and so on, with the current 
'in-vogue' jargon to match. 
However, if anything, this further strengthened the 
resolve and with the support and encouragement of the 
staff of The Health and Physical Education Project, in 
particular the Project Director, whose faith in the 
value of the study was unwavering, the initial idea 
was expanded and hatched into reality. To develop a 
framework for student-centred learning in physical 
education and gain responses from teachers became a 
reality. 
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Chapter ~ Research Procedures 
3.1 Introduction 
The purpose of the chapter is to describe the 
processes used to devise the 
information for the study 
method of researching 
and to examine the 
principles underpinning such methods. In this 
chapter, instead of bringing together the problems and 
difficulties in a final section, these will be 
discussed throughout the chapter within their 
appropriate sections. 
A review of literature was undertaken to explore the 
background. At the same time, critical dialogue was 
conducted with a number of associates and colleagues 
of 'The Health and Physical Education Project' at 
Loughborough University. The commitment of the staff 
of the Project at that time, to the development of an 
active approach in introducing ideas for a health 
focus in PE, was a valuable encouragement to conduct 
the research. At the time, the project was developing 
practical ideas for physical educators to use in 
schools and attempting to sensitise the teaching 
profession to the development of a health focus. What 
was missing was an underlying rationale and practical 
guidelines for the implementation of student-centred 
strategies in support of such a health focus in PE. 
Thus many ideas and implications were "mulled over" in 
critical dialogue with other professionals in the 
field at the outset and beginning 
study which proved stimulating 
of the period of 
and helpful in 
formulating the research procedures to be followed. 
The initial purpose of the study was to identify 
existing leading initiatives in student-centred 
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learning and examine their underlying philosophy and 
possible common ground. From here it was hoped to: 
(i) develop an appropriate rationale and 
subsequent model and strategies for student-
centred learning in physical education 
( ii) obtain and evaluate feedback from colleagues 
working in the field of physical education, 
with regard to their perceptions and ideas 
relating to the model and strategies 
(iii) amend or adjust the model accordingly, if 
necessary 
(iv) draw conclusions from the teachers' 
responses which could support groups engaged 
in initiating a new curricular approach. 
3.2 Review of Literature 
The initial purpose was to draw together the threads 
of any developments and initiatives which embodied a 
student-centred learning approach and specifically 
those within the field of physical education. 
To identify the existence of such developments, a 
library search and review of literature was 
undertaken. This involved examining literature from 
DES/HMI reports and surveys, reports, journals, books 
and papers from 1970 onwards and physical education 
literature in similar form from the same period. From 
this review of the available literature, consideration 
could be given to the significance of those projects 
or initiatives to be investigated in more depth. 
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3.3 Research Methods 
Having decided to research existing projects or 
initiatives which were committed to using student-
centred learning methods, it was necessary to decide 
upon the means of data collection. There were various 
options available including questionnaires, interviews 
or observations. A combination of these methods may 
have been ideal; however the practicalities of having 
only one researcher in the field suggested that an 
interview with the Project Director or Co-ordinator 
might be an appropriate instrument. It was felt that 
there were several advantage~ of the personal nature 
of an informal interview which would give the 
interviewer the opportunity to: 
( i) probe answers more fully than through a 
questionnaire 
(ii) gain more insight and learn more fully from 
the interviewee's experience and knowledge 
of the subject matter. 
(iii) It was also felt that the personal nature of 
an interview would promote more interest 
rather than the more impersonal practice of 
sending a questionnaire or evaluation sheet, 
which might prompt little or no response. 
The author had to select which 'experts' in the field 
to contact regarding the possibility of an interview. 
From the literature available concerning projects or 
initiatives which supported the philosophy of 'active' 
learning, a list of suitable candidates for interview 
had to be drawn up and finalised. It was necessary to 
consider the route to 'getting in' as described by 
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Lofland and Lofland (lq'Zl!-) in gaining the acceptance of 
the people to be interviewed. 
This ease of access had some influence over the 
projects selected. One of the proposed interviewees 
was a former colleague of the researcher, and 4 others 
of the remaining 5 were familiar with either the LEA 
in which the researcher was employed, or vaguely 
acquainted with the work of 'The Health and Physical 
Education Project' at Loughborough University, or its 
director. 
The projects selected were: 
(1) Active Tutorial Work, St Martin's College, 
Lancaster. 
(2) The Lifeskills and Health Project, Leeds. 
(3) The Sports Council; Developments in Outdoor 
Pursuits, Northern Region. 
( 4) Coventry Supported Self Study Initiative, 
Coventry LEA. 
( 5) Development Training, Brathay Hall, Cumbria. 
(6) Developments in Personal 
Education, Gloucester LEA. 
and Social 
An initial contact was made by telephone to establish 
the first contact and introduce the researcher to the 
particular project. A request for an interview was 
made, immediately followed up with a letter requesting 
such an interview. Clearly the interviewee needed to 
know the purpose and nature of the interview and a 
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brief account was given regarding: 
(i) the researcher's background; the nature of 
her secondment 
(ii) a plan for developing a rationale for 
student-centred learning in PE 
(iii) the request to discuss the important 
philosophies underpinning the interviewee's 
particular project or field and the central 
features of their work. 
All of the requests met with a favorable response. 
The following is an account of the procedures which 
were followed. 
3.4 Interview Procedure 
The researcher deliberated over the nature of the 
interviews to be held. It was necessary to consider 
the three types of face-to-face interview. A 
structured interview is based on a carefully worded 
interview schedule which frequently requires only 
short answers. Such a structured interview based on 
a carefully worded interview schedule could possibly: 
(i) restrict answers 
(ii) result in short answers which might not 
reveal philosophies or attitudes which would 
be central to the future development of the 
model. 
The aim of the interview was to learn from the 
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interviewee's experience and draw out the essential 
philosophy of the project within which the interviewee 
was involved. Thus flexibility and adaptability on 
behalf of the interviewee would be essential to 
facilitate this, thus the format identified by Lofland 
and Lofland ( 1984) as, 
"intensive interviewing;• 
"unstructured interviewing", 
was one possibility. However, an unstructured 
interview requires a considerable degree of skill and 
experience on the part of the interviewer to probe in 
depth the answers of the interviewee and keep the 
interview on the right course to extract the 
appropriate information. It was the aim of the 
interviewer to retrieve particular information in 
terms of underlying philosophy, questions would be 
directed at obtaining attitudes and philosophies and 
so it was felt most suitable to use a semi-structured 
interview. This could follow an established outline, 
but allow a degree of flexibility to prompt or digress 
as appropriate, according to the response of the 
interviewee. As the researcher wished to draw upon 
the interviewee's experience and ideas, a certain 
amount of flexibility was deemed essential to pause or 
pursue certain aspects as appropriate. The researcher 
felt most comfortable with a semi-structured 
interview; she had not extensive interviewing 
experience, but felt at ease with the margin of 
freedom provided by this type of interview. 
The style of interviewing was trialled on a number of 
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occasions, prior to actually undertaking the 
interviews, with a variety of interested parties, 
namely two teachers, a teacher adviser and two project 
officers from the University. Their comments on the 
questions and the proposed interview procedures were 
invaluable in planning the format and questions to be 
asked. 
The interview was to be conducted at the interviewee's 
convenience, within his or her work setting. 
The means of collecting 
required consideration. 
strengths and weaknesses 
Macclonald and Sanger (1982) 
and recording information 
When writing about the 
of using tape recorders, 
suggest, 
"At one level it rests upon the conception of the 
interview as a creative process that demands of 
the interviewer full commitment to the generation 
of data." (p. 182.) 
Processing and reporting is delayed when a recorder is 
used, with the effect that the interviewer can 
concentrate on the interviewee without the need for 
writing extensive notes. The wish was to create a 
natural, relaxed atmosphere which might be difficult 
enough, as with one exception, the other 'experts' to 
be interviewed were not personally familiar with the 
interviewer. Through the use of a tape recorder, the 
interviewer could be an interested listener. Note 
taking might also decrease the interviewing capacity. 
Thus the researcher decided to use the tape recorder, 
with the interviewee's permissions and take brief 
notes of key phrases or words to facilitate writing 
up. 
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3.5 Preparation of the Interview Guide 
In intensive interviewing the data is initially logged 
via an instrument known as an 'interview guide'. The 
preparation of such a guide presented several problems 
in that the researcher wanted to draw out the key 
elements of the project's philosophy in terms of 
'active' or student-centred learning, thus a guide 
with a flexible format rather than a rigid structure 
was deemed important. Thus the interview needed to 
take on the format of what Lofland and Lofland call 
the "guided conversation." 
The following leading questions or prompts were 
prepared: 
(i) Could you explain the underlying philosophy 
behind your project/initiative/work? 
(ii) What does your project/initiative/team mean 
by the term 'student-centred' learning? 
and (if appropriate) 
(iii) Have you any thoughts or comments on my 
ideas for student-centred learning in 
physical education which you could share 
with me? 
The researcher was prepared to prompt, if necessary, 
through a series of additional questions. For 
example: 
"Tell me about that " 
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"How would this be implemented?" 
"How do you achieve this?" 
"Have you encountered any difficulties?" 
"What are the strengths of your project?" 
to ensure that the conversation flowed. 
3.6 The Interview 
The researcher explained the purpose for the visit, 
gave a brief account of her background within physical 
education and the purpose of the study. A request was 
made to make a record of the conversation on audio 
tapes. Each interviewee was given the opportunity of 
stopping the tape at any time if they wished. No 
objections were made by any of the interviewees to 
this procedure. A small, fairly unobtrusive tape 
recorder was placed to one side of both parties. 
It became apparent that the interviewees felt relaxed 
and comfortable. They were on familiar ground in that 
they were describing their work and underlying 
philosophy. They talked freely and generally with 
enthusiasm. The use of the tape recorder did not 
appear to restrict the conversation. 
It was apparent, with the exception of C·W ,.. 
and R~o, - the others interviewed, although 
interested and supportive,of the researcher's ideas 
for physical education, felt able to contribute little 
or nothing. The researcher had anticipated this and 
briefly outlined her thinking to date. This did not 
present a major problem, as the main purpose was to 
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draw on their particular ·experiences and ideas from 
within their own fields. 
The interview concluded with a brief thanks for giving 
up time to assist. At the close each interviewee was 
asked if they wished to have a copy of the tape. It 
was played back and they were given the opportunity to 
add to or delete any comment. They were informed that 
the tape would remain confidential to the researcher 
and that no other person would have access to it. The 
researcher then left, to listen to the tape and 
transcribe it, extracting themes or major features. 
Common ground was to be established, if evident, and 
a framework for physical education developed. 
Only one of the interviewee's requested a transcript 
of her conversation with the researcher. This was for 
the specific purpose of sharing some of the ideas 
discussed with her colleagues, who were working 
alongside teachers in schools, as she felt it 
demonstrated that physical education teachers may be 
receptive to new ideas and approaches. 
3.7 Transcribing the Tapes 
On the surface, the interviews had gone well1 the 
atmosphere had been supportive and the researcher 
experienced a surge of renewed confidence and a sense 
of inspiration that these individuals were convinced 
of the value and importance of student-centred 
approaches. 
Upon beginning to transcribe the tapes, this sense of 
elation began to evaporate as it became obvious that 
in a new setting, the tapes sounded almost 'ordinary' 
and fairly uninspiring. 
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The content and nature of the interviews seemed almost 
banal and quite dry compared to the lively exchange of 
the actual interviews themselves. Thus the initial 
'buzz' from the lively exchange at the time, was not 
evident and there was a sense of disappointment and 
anti-climax initially as to the value of the 
interviews. In fact, at first, the tapes did not 
appear tremendously helpful and the researcher 
experienced doubts and anxiety as to their value and 
contribution to her intended purpose. Upon closer 
examination their significance became more apparent 
and the researcher began to extract common themes. 
There were inevitable doubts that the interviews had 
been too loosely constructed, with hindsight it was 
perhaps easier to reflect that a more tightly 
constructed interview may have resulted in easier 
comparisons between interviews, which appeared a major 
difficulty. 
Although the interviews were each conducted on the 
same basis, upon first reflections their outcomes 
appeared vastly different, making analysis and 
comparison more difficult. 
Once more detailed consideration of the interviews was 
begun, these initial doubts receded somewhat and 
common or core elements became apparent in the 
philosophies of the projects visited. 
3.8 Consulting Professionals 
It was clear that once an appropriate model for 
physical education was drawn up, it would be essential 
to present it to members of the teaching profession 
for their comments and observations. Although the 
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researcher was mainly interested in the reactions of 
physical education teachers, it was felt important to 
seek out opinion from a small group of 
advisers and physical education 
head teachers, 
lecturers to 
understand how educators in general were thinking 
about such a focus in physical education. 
The important process of sharing ideas with fellow-
teachers and tutorial staff at the university proved 
invaluable in formulating ideas into a first loose 
framework. There were many discussions, both formal 
and informal which provoked consideration of the 
implications and potential difficulties which teachers 
might face in developing such a focus in schools. 
The professionals selected for consultation were: 
(i) Two Coventry Head Teachers 
(ii) Five LEA Advisors in a variety of 
disciplines, including physical education, 
personal and social education and supported 
self study 
(iii) Three lecturers in physical education from 
higher education teacher training 
institutions 
(iv) Three groups of teachers from 
local authorities on INSET 
courses in: 
(a) Essex 
(b) Wiltshire 
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(c) Coventry 
Personal contacts were used in researching opinion 
from groups (i), (ii) and (iii). The 2 head teachers 
were personally known by the researcher as it was felt 
that this would facilitate a genuine interest and 
commitment to completing the appropriate evaluation 
sheet. 
The respondents used in ( ii) and (Hi) were either 
known to the researcher or known to the Health and 
Physical Education Project at Loughborough University. 
After much consideration it was perceived that this 
may facilitate a more interested and genuine response, 
rather than seeking opinion from unknown individuals. 
It would be true to say that those interviewees 
selected were professionals who the researcher either 
knew, or knew of, through work in the field and 
respected for their professional standing and 
capabilities. 
However that is not to say that they were necessarily 
thought to be in sympathy with the ideas inherent in 
the model and strategies; in fact at least half of 
them would be described as 'more traditional' in 
approach by other professionals. 
3.9 Consulting Heads, Advisers, Lecturers 
Ideally the researcher would have preferred to have 
met all of the respondents individually to discuss the 
model and its implications for physical education in 
schools. However the limitations of having only one 
researcher in the field presented restrictions upon 
this and it was decided to correspond with those 
concerned instead. 
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It was felt important to give them as much information 
as possible, thus they were forwarded a package 
comprising: 
(i) An introductory letter of explanation of the 
researcher's brief 
-------~- (ii) 
(iii) 
Two sheets outlining briefly-the backgroulld 
to the model 
Four sheets explaining the 4 components of 
the model - learning from doing, sharing, 
ownership and self-empowerment 
(iv) Four sheets identifying teaching strategies 
for the four components 
(v) An evaluation sheet(s) 
(Appendices E (iv) 
All of the requests met with a favourable response in 
that all recipients replied in one form or another, as 
described later in the study. 
In the same way that the interview procedure was 
trialled in differing settings, an evaluation sheet 
was prepared and four colleagues at Loughborough 
University were asked to examine the language and 
logic of the questions, the way they were framed and 
the order of presentation. After much discussion, a 
final order and framing of questions was prepared. 
3.10 The Teachers Groups 
From this point, the researcher needed to gain 
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responses and feedback from practising physical 
education teachers. By this time, two local education 
authorities had contacted the researcher for some 
input into their in-service programmes in terms of 
stimulating thought and discussion with physical 
education teachers regarding student-centred learning 
in PE. The authorities requested a presentation on 
the researcher's current thinking and the present 
state of the model for teachers to consider and 
comment on. 
This presented an ideal opportunity to share ideas 
with groups of teachers from Essex and Wiltshire LEAs. 
In addition, the researcher was seconded by Coventry 
LEA and there was a firm support and commitment by the 
LEA through its educational adviser to use Coventry 
teachers as a 'sounding board' for the ideas being 
developed within the model and framework. Therefore 
Coventry provided a third group of teachers with whom 
the researcher would work. 
The format for the 3 teachers groups, after 
considerable thought and discussions within the 
university, was quite different for each. The reasons 
for this were many and varied, but in essence were as 
follows: 
(i) Firstly each LEA had its own style and 
method in working with its teachers. This 
needed to be respected and a flexible 
approach was needed to be sensitive to this 
factor. Each LEA for itself, wanted 
something different for and from its 
teachers' course depending on their current 
thinking and needs. 
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( ii) Secondly the researcher wanted to gain as 
much and as many responses as possible from 
practising teachers. One particular style 
might prevent this, it may not appeal to 
(Hi) 
everyone and may inhibit some 
responding as fully as they might. 
from 
It would be interesting to see, as in the 
case of the Coventry Teachers, having had 
considerably more time to digest the 
material, discuss it with their departments 
and then make their responses at a later 
stage, if their responses were in keeping 
with the other two groups who would hear a 
presentation and see some of the material, 
but would have to respond on the same day. 
( i v) There was also the opportunity to ' fine 
tune• the format of each session before the 
next. For example, after the Essex meeting, 
it was decided by the researcher that the 
presentation was too • static •, ironically 
too didactic and was not allowing enough 
contribution or involvement from the 
audience! 
To improve this, the format was slightly 
altered for the Wiltshire group to provide 
more opportunity for group work and group 
responses, to facilitate better discussions 
and more involvement by participants. 
The Coventry Group 
At the beginning of the Summer Term, all of Coventry's 
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heads of physical education departments received in 
their schools, a package enclosing the framework for 
student-centred learning and suggested strategies for 
the four elements of the model. (See Appendix H (i) 
and H (ii). This was sent to them by the LEA adviser 
which would give official status to the matter, with 
a request to consider the material, discuss within 
their departments over a three week period and 
complete an evaluation sheet, which they should bring 
to the City Heads of Departments' meeting scheduled 
for 11 May 1987. There would then be a further 
opportunity to discuss the implications of the model 
and strategies at that meeting as the researcher would 
be present and would make a brief presentation 
following by a discussion and the collection of 
evaluation sheets. Nineteen schools were circulated. 
Thirteen schools were represented at the meeting on 11 
May and 11 sheets were received; subsequently a 
further 3 evaluation sheets were received resulting in 
a total of 14 responses from Coventry physical 
education departments through their heads of 
departments. 
The Essex Group 
This was a group of 20 teachers attending a 3 part in-
service training course on teaching styles in physical 
education. They had attended one session previously 
when the emphasis was on consideration of Mosston's 
teaching styles. The styles were identified and 
analysed and teachers had gone back into schools to 
prepare a video of themselves teaching in one of the 
styles to bring to the next session. 
Session 2 of the course involved looking at and 
discussing the videos in groups, followed by a 
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presentation in terms of a lecture using overheads 
from the researcher relating to her research so far 
and presenting her proposed model and selected 
strategies, this culminated in a group discussion at 
the end of the session. OVer lunch, the group were 
invited to complete and hand in an evaluation sheet, 
which 16 out of 20 participants did. (See Appendix K) 
The Wiltshire Group 
This was a group of 28 teachers of science, health 
education and physical education who were involved in 
the 'Wiltshire Health Start Project' together with 
advisers and health education officers (5) who were 
similarly involved. 
The group listened to a presentation and were then put 
into seven groups of four for group work. They were 
given a sheet with a question or statement to discuss 
as a group. They recorded their main ideas and upon 
completion, folded over the paper, thus concealing 
their thoughts and passed on to another group who did 
the same. 
The questions/statements heading the sheets were as 
follows: 
(i) What are the implications for the role of 
the teacher in student-centred learning? 
(six groups answered this) 
(ii) What would your group like to add to, or 
delete from, the ideas presented on student-
learning, within the context of your 
project? (six groups answered this) 
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(iii) What does your group feel could be the 
advantages and disadvantages of a student-
centred learning approach? (six groups 
answered this) 
(iv) Personal and Social development will be 
enhanced by student-centred learning. 
Discuss and comment. (three groups answered 
this) 
The final group to complete the task, wrote their 
comments and were then asked to open up the paper and 
look at previous comments, discuss and ask questions, 
if necessary, of another group. There was then a full 
and lively group discussion on some of the issues 
raised. During this discussion, the researcher made 
brief notes of key comments. The comment sheets were 
collected by the researcher and the responses stored 
to be transcribed at a later date. 
Validation Procedures 
In consideration of the interviews with experts, the 
following observations are made with regard to 
validity. As the interview procedures and protocol 
had been thoroughly explored in a variety of settings, 
with different groups of people, it was felt that one 
can establish confidence in the ability of the 
interviewer to conduct the interviews. In the same 
way this enabled the researcher to establish 
consistency. 
of: 
All formalities were pursued in terms 
(a) explanation as to the interviewee's purpose and 
intent. 
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(b) the format and content of the interview. 
(c) the methods of recording data. 
(d) the processing of data through the transcript 
procedure when, other than altering grammar, and 
removing faltering or hesitations, the original 
form of the script was unaltered. 
Thus the interviews were regarded as fair and 
validated. In terms of the responses received from 
Heads, Advisers, Lecturers and Teachers, it must be 
recognised that a belief in the integrity, honesty and 
professionalism of those who contributed is 
acknowledged. However there is no reason to suppose 
that any of these professionals consulted would have 
any motive or potential gain from deliberately giving 
false opinions or statements. The researcher had no 
reason to doubt any of the respondents in this respect 
and thus it can be assumed that the data gathered was 
valid as a result. 
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Chapter 4: Researching the Field 
4.1 Introduction 
In this chapter, the interviews with those experts 
consulted are transcribed. At the end of the chapter, 
other perspectives and notable developments within 
student-centred learning are explored. Finally the 
essential elements and any common ground between the 
projects examined are discussed. 
4.2 Consulting the experts in the field. 
The researcher selected several 'experts' to consult 
about their particular fields of student-centred 
learning. This was with a view to determining what was 
meant by experiential learning, what developments were 
taking place in their particular fields and where there 
were similarities in terms of philosophy and/or 
practice. 
The 'experts' selected were: 
(i) J.A., Project Director 'The Lifeskills and Health 
Education in the Secondary Schools Project,' 
Leeds. (16 October 1986) 
(ii) J.W., Coventry Supported Self-Study Co-ordinator, 
Coventry LEA (10 November 1986) 
(iii)J.B., Active Tutorial Work Project Director, 
Active 
Tutorial Work Development Project, St. Martin's 
College, Lancaster. (11 November 1986) 
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(iv) R.O., Outdoor Pursuits Director, The Sports 
Council, Manchester. (26 November 1986) 
(v) c.w., Senior Adviser for Personal and Social 
Education, Gloucestershire LEA. (13 January 1987) 
(vi) T. O'C., Senior Training Adviser, Centre for 
Youth Learning, Old Brathay, Arnbleside, Cumbria. 
(13 March 1987) 
These were selected for their diversity and range of 
experience in terms of ideology and practice, but also 
for their similarity with their 'client' groups notably 
being young people and for their accent on 'active 
learning'. These were the key leaders in the field at 
that moment in time. 
The first interviews, (i) to (iv), were completed 
during the months of October and November 1986. As 
soon as these were completed, the researcher began to 
develop ideas relating to physical education, 
identifying aspects of student-centred learning which 
were appropriate and relevant within the field of 
physical education in secondary schools. This was a 
deliberate policy as the researcher wished to have some 
ideas formulated into a basic framework of a model for 
discussion with experts (v) and (vi) in particular. 
Expert (v) had a physical education background, being a 
qualified physical education teacher of some experience 
and reputation who had become an adviser for P.S.E 
within the Gloucestershire LEA. The researcher wished 
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to make use of this by drawing on the interviewee's 
specialist knowledge and understanding of physical 
education. 
Similarly expert (vi) was very involved with the use 
of physical 'risk' activities of an outdoor adventure 
nature at a training centre in Cumbria which employed 
'development training', thus the researcher wished to 
draw on this expertise. 
To do this, the format for the interviews needed 
altering slightly. The researcher contacted the 
'expert' with an explanatory letter giving the 
background to the field of the study enclosing a brief 
account of the researcher's initial thoughts on 
developing a framework for student-centred learning 
and physical education. 
These two interviews then focused on the interviewee's 
perceptions of such a framework and consisted of a 
sharing of ideas on this theme. 
4.3 The 'Lifeskills and Health Education in the Secondary 
School Proiect' 
The researcher conducted an interview with 
J A, Director of the Lifeskills and Health 
Education in the Secondary School Project (HEC) in 
Leeds on 16 October 1986. 
This was to explore some of the underlying principles 
and core philosophy of the project in terms of 
student-centred learning. 3·A outlined the 
broad concepts of lifeskills teaching (Hopson and 
Scally 1981 inspired). 
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The following is a transcript of the interviewee's 
comments: 
"There are three important elements. Firstly the 
philosophy of self-empowerment (by that, we mean 
the process by which one increasingly takes 
charge of oneself and one's life). To do this it 
is necessary to increase the awareness of self, 
of other people and systems in which we live. 
There is a need to clarify our goals and increase 
our commitment to these goals. 
The second element is the lifeskills model which 
lists personal and inter-personal skills. For 
example, being positive about oneself, making 
effective decisions, learning how to discover 
personal values and beliefs, coping with stress -
amongst others, all related to health education. 
The final element involves the teaching method 
which is called structured group teaching. This 
is an active learning process which enables 
skills to be explored, practised and developed by 
drawing on the experience of group members. 
Projects which have been conducted so far 
include: 
(a) exercises developed for the classroom such 
as the linking of assertiveness to alcohol 
education 
(b) a stress management programme which included 
diet 
(c) a group skills programme to encourage 
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feelings of self-worth and autonomy. 
Students are taught using experiential methods 
which make it possible for them to explore their 
attitudes and feelings. They are encouraged to 
feel self-empowerment - that they have greater 
charge of themselves and are capable of making 
their own decisions about health matters." 
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::J.A' talked through the following paper: 
Key Elements of "Lifeskills and Health Education in the 
Secondary School" Pro1ect, Leeds 
Hopson and Scally Inspired 
( "Lifeskills Teaching" 1981) r 
a 
i 
s 
i 
n 
g 
the development of health 
skills, it is believed, 
increases self-empowerment 
by: 
- enhancing self esteem 
- increasing awareness 
clarifying values 
- defining goals 
- providing relevant 
information 
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.UU. Student Self Empowerment 
s awareness of self, of 
e others, of systems and 
1 organisations 
f goals; owning a goal, 
setting a goal 
e values; valuing oneself 
s information; skills of 
t finding out, applying 
e information 
e lifeskills; health skills 
m to use this awareness 
~ Acquiring Skills 
- awareness 
- motivation 
- analysis 
- practice 
- review 
- apply the skill 
lQl Method Structured Group 
Teaching 
an active learning process 
which enables skills to be 
explored, practised and 
developed by drawing on 
experience of group members. 
Key Features 
Experiential learning 
structured, participatory 
group exercises either 
through role play or by 
asking students to reflect 
on a real experience. 
Students have opportunities to explore knowledge, skills and 
attitudes and apply these to themselves and their situation. 
Feelings of self-empowerment are encouraged which enable students 
to feel in greater charge of themselves, their lives and 
consequently their health. We believe that if people are not 
empowered, the sense of ownership is unfulfilled and there is a 
little commitment to someone else's goals. 
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An example of 1 
Teacher's checklist for working with small qroups 
What will my 
leadership role be? 
Where can I give 
responsibility/decision-
making to the learner? 
What will I do to 
produce the 
required learning 
climate? 
Project identifies: 
What are my 
teaching 
objectives? 
What will be my 
criteria for 
deciding if the 
work has been 
effective? 
1 Contracting questions 
2 Design questions 
3 Preparation questions 
4 Managing questions 
5 Follow up questions 
6 Evaluation questions 
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What are 
specific learning 
outcomes? 
knowledge gained? 
skills acquired? 
attitudes developed? 
How will I make 
the work 
appropriate to 
this group? 
What is negotiable 
and non-negotiable? 
-----------------------------------------------------------------------------
4.4 Supported Self Study Initiative 
Interview with J'. W.~ . Coventry Supported Self 
Study Co-ordinator. The following is a transcript of 
her comments to the researcher at the interview on 10 
November 1986 in Coventry. 
"The Coventry TVEI project is concerned to provide 
students with increased opportunities for independent 
learning. Supported self-study is one important way 
in which this can be achieved. The thinking behind 
supported self-study contains a number of separate but 
related components: 
- A belief that secondary education should educate the 
whole person, treat people as individuals and help 
people become autonomous. 
- A desire to enjoy personal relationships with pupils 
which are supporting in style, rather than confronting 
and domineering. 
- A belief that an important task for the secondary 
school is to help pupils learn how to learn. 
The term 'supported self-study' is relatively new, but 
elements of this type of learning can be readily found 
in 'resource-based learning,' 'independent learning', 
'individualised learning' and in the FE sector in 
'open learning' and 'distance learning.' 
Supported self-study is an attempt to provide students 
with learning resources and tutorial support that will 
enable them to 
independently. 
learn and work more effectively and 
The educational objectives 
136 
underpinning supported self-study embrace the 
approaches of TVEI and OCEA and can be seen as the 
start of 'life-long education• 
. ( covent':Y L·E·A, 1982). 
Supported self-study offers some possible coherence 
and continuity for learning from 14 to 18 and beyond, 
across all educational initiatives and training 
schemes. The three main components of supported self-
study are: 
learning materials specially chosen for the 
independent learner 
- a strong support from regular tutoring organised in 
small groups 
- a management system for monitoring age control. 
I should emphasis that supported self-study is not a 
'do-it-yourself' system of education managed without 
a teacher. The teacher • s role is as important as 
ever. Helping people to learn, without the constant 
prop and presence of a teacher is an important skill. 
Units of work, TVEI modules, new courses as well as 
existing GCSE and A level work have integrated 
supported self-study into teaching. At present there 
are no developments in this work in physical education 
in Coventry. The only development in supported self-
study I know of, within physical education, is at 
Holyrood School, Chard in Somerset where supported 
self-study has developed in PE and dance." 
4.5 Active Tutorial Work 
Interview with J 81 Active Tutorial Work 
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Project Director, 11 November 1986, Elm Bank Teachers 
Centre in Coventry. 
The following is a transcript of J· B,.s - -
comments to the researcher on the focus of Active 
Tutorial Work and her observations on the researcher's 
ideas for developments within PE. 
"The terms of reference we are using, such as 
'experiential learning' , 'active learning' , 
'student-centred learning' and 'participatory 
learning' , often mean the same thing, or are 
similar in that they focus on the student's own 
position and centre of his experiences, thoughts 
and feelings rather than being teacher-centred or 
subject-centred, the student himself becomes the 
central focus and the learning process starts 
from there. 
The development of independence, the autonomy of 
the student to control his own future is of 
paramount importance. The ability to make 
decisions, assume responsibility and take up a 
position in adult life is vi tal. For this to 
happen, pupils must gradually be given 
opportunities to assume control. Structured 
experiences which facilitate this are central to 
Active Tutorial Work. 
Active Tutorial Work was a response to do 
something positive in schools' tutorial time, 
when it was felt much time was used 
ineffectively. The idea of form tutor periods 
when other 'active tutorial work' could be done 
was developed by an interested working party of 
teachers under the guidance of :.:J. 8 " and 
138 
Harry Wells, who were Curriculum Development 
Officers with Lancashire. The emphasis was as 
much on approach as content and was concerned 
with raising pupils' awareness of themselves and 
in relation to others. The teaching programme 
aimed at facilitating a pupil's personal growth 
and development through his own active 
participation, was developed for use in schools. 
It was realised that teachers wanted guidelines; 
practical help with what to do, so Active 
Tutorial Work Books 1 to 5 were developed, with 
Book 6 added later. use has been widespread 
throughout the country - more than 70 LEAs 
officially use this type of work. 
As far as some of the problems we identified are 
concerned, it created an academic/pastoral 
'split' in many senses for a long period. 
Teachers felt that this approach was largely for 
'tutor time' and it has taken a long time for the 
implications of a 'student-centred' approach 
right across the curriculum to be considered. 
Now this is happening and developing, in that 
more teachers are recognising the potential of 
the approach in all areas of education and are 
transferring skills across all aspects of the 
curriculum. Initiatives such as TVEI and CPVE 
are reinforcing this so active tutorial work has 
moved from being confined to pastoral work, to a 
broader perspective. This is being developed by 
student-centred approaches to learning (at the 
time JB 
co-author of 
; was working with Paul Ginnis, 
"A Guide to Student-Centred 
Learning' 1986). 
It is interesting that on the whole, physical 
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education teachers have not identified their area 
as available for development of active learning. 
The general feeling seems to be that physical 
education is practical and active, in the sense 
that children are moving about and involved and 
therefore that it is student-centred. In 
reality, probably much of it is teacher-centred 
and largely dependent upon the teacher in every 
sense. It is one area where nothing much seems 
to be developing in terms of the approach - or 
not that I have heard of which springs 
immediately to mind. 
I feel that the possibilities for physical 
education to explore could be: 
1 The impact and importance of 
groups~ the powerful nature of 
identification and support. 
the small 
peer group 
Pupils can 
learn well from each other, as well as from 
the teacher. 
2 The need to establish a truly supportive 
working environment at the beginning. Time 
needs spending on this otherwise it is 
unreasonable to expect students to work well 
with peers or small groups in PE. 
3 The possibilities for reflecting and 
reviewing work must be examined and become 
part of the learning process otherwise work 
cannot be said to be 'experiential'. Often 
I suspect students are not given much 
opportunity to reflect. 
4 Examine the possibilities for students to 
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have responsibility and the opportunity to 
make decisions. 
5 A commitment to the approach, as much as to 
the content is vital. 
Teachers may feel threatened or insecure because 
of the high risk factor involved. They may feel 
that they are not covering as much 'skills' work 
as they had hoped for. To begin with this 
approach may take longer until children become 
used to working in this way. 
Teachers may feel that safety is a major 
constraint and erect a barrier to prevent this 
sort of approach. Some teachers may find this 
difficult in that transferring 'ownership of 
learning' to students is a risk and possibly 
threatening. They may be unsure of where to 
start, especially with older students, who have 
become conditioned to working in a rather 
different way with a teacher at the centre of 
operations. It is an exciting prospect for PE 
teachers to explore working in a different way." 
4.6 Outdoor Pursuits: The Sports Council 
Interview with R·O, Outdoor Pursuits 
Director, Sports Council in Manchester, 26 November 
1986. The interview was conducted on the theme of 
involving students in their own learning within the 
field of outdoor education. The researcher asked 
Roger Orgill to identify in what ways outdoor 
education was attempting to do this. The following is 
a transcript of his comments: 
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"The difficulty with outdoor education is in 
counteracting the stereotyped image that many 
physical education teachers have of the subject -
that the experience is necessarily residential 
and conducted many miles away from school, with 
all of the commitments and constraints implicated 
at working at a highly specialised level. 
To try to counteract this image, the Sports 
Council are identifying and drawing attention to 
programmes which can take place in urban areas, 
going into the challenging areas of the inner 
cities and working with environmentalists in 
using the emerging resources. For example, the 
creation of river valleys of the Manchester 
areas, which is available to Greater Manchester 
for recreational purposes. The Sports Council 
are working with the education service, with the 
youth service and the play movement together with 
The Rangers to use the potential of the river 
valleys. Hopefully this sort of project will 
present opportunities for the teaching profession 
to utilise resources closer to home and 
incorporate this into their school programmes. 
I am aware that many outdoor education activities 
in the past have been pre-planned and prepared 
largely by group leaders~ one might even go so 
far as to say that young people have almost been 
exploited by leaders who have organised 
experiences for themselves, rather than for young 
people. However, increasingly now, outdoor 
education is concerned with turning the whole 
thing round and not short-cutting the valuable 
learning experience, which comes from being 
involved in a planning process. 
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Here again, if one talks to youth workers or 
teachers whose concept is the old one, as soon as 
there is talk of a pupil involvement, they 
inevitably raise issues of safety as they can 
only envisage activities of a high skill level 
taking place in our uplands or on water. But if 
you look at what is going on in some of our 
primary schools where primary children themselves 
are involved and planning and preparing over a 
number of weeks a project such as the setting up 
of an overnight expedition, for which they have 
been totally responsible for planning - this has 
often been done in a local area in a country park 
for example. 
It is conceivable if we can shift our own 
thinking to a lower level, that young people can 
become totally involved in this planning process. 
Generally there is a move within outdoor 
education to make youngsters more self-reliant 
and self-sufficient when contemplating the 
outdoors. This has been proved to be possible 
even at the highest levels. In Birmingham, for 
example, over a two year period, the group was 
able to work up to organising a trip to the Swiss 
Alps for themselves, having experienced the 
necessary training. At a lower level, at a 
recent conference a primary head teacher gave an 
account of a group of primary school children who 
assumed responsibility for planning an outing. 
This involved investigations, research into local 
coach companies regarding price, booking a coach 
and planning the details of the trip. Upon 
reflection, the coach company director decided 
that he had never been so thoroughly questioned 
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about prices and the service he offered by 
adults, let alone primary children. It proves 
that this type of experience is feasible and 
valuable and depends on where it is pitched, 
according to the child's abilities and skills. 
I feel it is true to say that there is a definite 
movement in outdoor education towards 
participatory education or experiences which 
involve children fully in adventure activities. 
In the past, one could only imagine very active, 
older teenagers taking part in outdoor pursuits -
we are now widening our horizons to some very 
young groups enjoying adventure activities by 
adjusting our thinking of what we can offer. We 
look at where the students are, what they 
perceive outdoor education is, what their 
starting points are and then provide relevant 
experiences for them. 
Increasingly this is coming into the training of 
trainers, but it is important to bear in mind 
that training is very limited. There are 
national governing bodies awards schemes which 
basically are proficiency awards in a variety of 
activities, but they have little bearing on the 
leadership of others. It is left to employing 
authorities and agencies to apply themselves to 
this problem - this is a large deficiency in 
Britain and in need of urgent action over the 
next few years. National training courses tend 
to concentrate on awards, so generally there are 
few courses for teachers or leaders concerned 
with methods of leading or organising groups. If 
attitudes are to change, much attention must be 
paid to initial teacher training in colleges and 
144 
universities. There is a growing awareness 
within outdoor education that in terms of 
leadership approaches, there is a need to be much 
more flexible and a need to use different 
approaches at different stages of a young 
person's development. The National Association 
for Outdoor Education is working closely with an 
association called Education for Capability to 
make more young people successful in education; 
help them to achieve more. Tied in with this is 
the concept of making physical activity and 
recreation more 'humane'; in reducing an over-
emphasis on competition when this is 
inappropriate and making activity more personally 
relevant, rather than competitive in the sense of 
one individual against another. 
The concept of 'development training' arose from 
outward bound and is certainly not new, it has 
been around since the war. However, over the 
last ten years it has been picked up and 
developed, articulated well and this is now 
making an impression and being used by groups 
throughout the country such as Outward Bound, and 
many other private institutions such as the 
Brathay Trust of the Lake District, YMCA, the 
Lakeside National Training Centre and a group of 
centres run by the Lindley Lodge Trust. It has 
become quite refined and is quite a strong force 
- an absolute process which young people are 
going through. At one end of the spectrum, YTS 
trainees and TVEI school students are going 
through it and at the other end of the scale, 
management trainees from industry. Some of the 
major institutions are putting their young 
executives through challenging experiences based 
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on development training techniques. 
A group called the steering group of development 
training is attempting to set up a council for 
development training because with the influx of 
money from MSC, a lot of private enterprises have 
started, some of which are good, some leave a lot 
to be desired. So it is an attempt to retain a 
degree of respectability for development 
training. It is felt that if this could be 
absorbed into the education system, this approach 
could be used by involving young people in 
planning their own learning experiences. The way 
forward is blocked at present as the chairman of 
the steering group has been to the DES but told 
he must speak with chief education officers and 
head teachers first. I see potential for 
physical education to key into this concept. Any 
creative medium would find opportunity for 
development here - but at present the outdoor 
adventure aspect has been explored. 
There is a tendency for people to work in 
isolation, which is often ineffective if we do 
share common ground. The Sports Council are 
working on an inter-agency approach, involving 
teachers, play leaders, youth workers and social 
workers. There are possibilities for us to forge 
stronger links and work together more closely 
through development training programmes. 
Physical education could look towards other 
agencies to share partnerships. At present the 
Sports Council are finding the probation and 
social services rather more approachable than the 
education service. An example of this is in 
Manchester at present, we are using the probation 
146 
service to try to reach young women and girls and 
involve them in recreation. If you take the 
needs of the people and the resources we share, 
there is much common ground but we need so much 
more flexibility in approach. 
There will be a need for leadership roles to be 
more flexible, clearly there will still be a need 
for a direct approach on occasions, with the 
teacher instructing the class in a formal manner 
but there is this need to be flexible, to be 
aware and skilled in alternative styles and how 
to employ them successfully. The approach is so 
vital. 
It is not enough to simply experience activity. 
The experience must be carefully structured, with 
the opportunity for reflection and review fully 
utilised for its learning potential. 
It is very sad to find young people who are 
'switched off' the idea of trying new activities, 
even before they have experienced them. Often 
this is simply down to the approach used. They 
are 'told' they are going to try an activity and 
associate it with everything else they have 
experienced - immediately it is rejected as there 
is no feeling of personal choice or control. 
This is largely due to the approach of 
introducing the new experience - which is why I 
am interested in and excited by your ideas for 
student-centred learning in physical education." 
4.7 Developments in Personal and Social Education 
Interview with Senior Adviser, 
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Gloucestershire LEA for Personal and Social Education 
on 13 January 1987. The following is a transcript of 
the comments relating to the researcher's ideas in 
terms of physical education: 
"I think that your model has two main 
implications. Firstly the implied change of role 
for the learner needs consideration. At present 
many secondary pupils are in a state of 'learned 
helplessness'. They have probably experienced a 
more 'open' classroom with considerably more 
freedom in the primary school but upon entering 
the secondary school may find that this is 
repressed and become accustomed to the teacher 
directing all activity. Therefore, there may be 
rejection from pupils themselves at first - as 
involvement in their own learning involves them 
thinking more, working this out for themselves 
and more hard work! They may reject this at 
first, be suspicious and prefer to be 'spoon-fed' 
rather than be involved. 
The second implication is of the change for the 
role of the teacher - from 'giver of knowledge' 
to 'enabler' and 'facilitator' which will present 
problems and barriers for many teachers to 
overcome. I like the analogy of PE teachers 
being rather like Steve Davis, when they ought to 
be like Andr~ Previn. At present they have all 
the skills, make all the moves, play all the 
right shots whereas Andr~ Previn acknowledges 
that everyone has something to offer and he 
brings it altogether successfully to make the 
whole orchestra complement each other and work as 
a whole. At times I feel that we (PE teachers) 
provide answers to questions that pupils don't 
148 
ask. 
With regard to your ideas on negotiation - this 
may be only partly possible. Some things are not 
negotiable and this needs to be"fairly clear in 
teachers' and pupils' minds otherwise a 
pretence of negotiation could be damaging - as 
bad or worse than no negotiation at all. 
The dilemma for PE teachers is that they have to 
make a decision about whether they are after 
products or outcomes - or whether they want 
pupils to experience a process? If we believe 
that the process pupils go through is important, 
we have to avoid short-cutting the learning 
experience to hurry up the outcome (that is, the 
skill we wish them to acquire). Many physical 
education teachers believe that motor skill 
acquisition is all they are about and that the 
most direct route to that point is the only one 
worth pursuing. 
I feel that the model represents major change for 
teachers, so the idea of 'lead-up' steps is 
important, to gradually lead into this way of 
working as it is going to be a time consuming 
process. This, I feel will be successfully 
achieved little by little, so that teachers can 
take on more as they gradually achieve more 
confidence in working in this way." 
4.8 The Development Training Initiative 
Interview of I· 0, Senior Training Adviser 
Centre for Youth Learning, Old Brathay, Ambleside, 
Cumbria on 13 March 1987. 
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The following is a transcript of his comments to the 
researcher at that interview on the focus of 
'development training' and the training of trainers, 
and finally on the implications of the researcher's 
thoughts for physical education. 
"Development training is difficult to define. 
Essentially, put very simply, it is 'learning by 
doing'. Learners apply what they are doing in 
one activity to the next. It often combines 
adventure and discovery learning with individual 
target setting. Development training embraces a 
range of active approaches to learning which aim 
to develop pupils' ability to learn from 
experience. However this ability is not just 
another competence to add to other skills, 
because the consequences are far-reaching. 
Learners take increasing initiative in what they 
do~ essentially the base is building confidence, 
providing something on which to build and 
develop. 
Many aspects of active learning, active tutorial 
work, trainee centred learning, action learning, 
outdoor education, adventure training, youth and 
community work, social work, education for 
capability, intermediate treatment and lots of 
others are based either wholly or partly on 
experiential learning and so fall within the 
scope or 'umbrella' of development training. It 
is about the development of the whole person, 
personal development in an all round sense. The 
outcomes of development training depend largely 
on the quality of the experiences and the quality 
of the reviewing. It usually involves people 
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doing things they are not used to in a way that 
leads to a growth in competence and confidence. 
Often it involves exploring in an environmental 
climate which may be unfamiliar and challenging. 
It should not be assumed the challenges are 
always •outdoor• ones often they are, but 
development training also takes place without 
using the outdoors - it is the process the person 
goes through, not the 1 setting, which is important 
and how this process is used. 
In some respects, development training is a very 
simple concept. It is fairly easy to communicate 
its general nature, but it is easier to describe 
than to define. It is wide ranging and far 
reaching and because of this, sometimes may give 
the impression of being •woolly'. The self-
fulfilling prophecy - if you treat people as 
responsible, 
creative and 
opportunities 
crucial to 
description 
independent, goal achieving, 
understanding and give them 
to be so, they become so, is 
development training. Another 
of development training is 
•capitalising on experience• using one's 
experience as a learning medium. The experience 
is carefully structured, it needs to be 
appropriate for the skills you wish to build and 
develop. 
I think there are elements of development 
training which apply to any aspect of education -
which is that people learn from being involved, 
they don't learn as well or as thoroughly from 
being •told' what to do, how to feel etc. That 
can mean little or nothing and misses the vital 
essential elements of 'learning from experience•. 
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I could never understand why physical education 
on the whole has never built on this. I think it 
is to do with the fact that the subject is 
largely active; because pupils are 'doing', one 
assumes they must be 'active' and subsequently 
learning from doing. Clearly that is not 
necessarily the case. They may not be thinking 
about what they are doing, reviewing or 
reflecting upon it or target setting for the next 
step - in other words, the 'doing' has not been 
fully explored to maximise the potential for 
learning. 
I guess that teachers may be sceptical, may not 
be prepared to sacrifice some of their content 
for the belief in the process and what it could 
contribute to personal development. You seem to 
be advocating that PE is about personal 
development - I am not sure that all PE teachers 
will agree!" 
4.9 Other perspectives and developments within student-
centred learning 
It is clear that a wide spectrum of styles and 
strategies of 
can select 
instruction exist, from which teachers 
the most appropriate. The FEU 
classification (1982) of the four major categories may 
prove to be helpful in establishing the fundamental 
principles, 
"A the extent to which the instructional process 
involves expository (didactic) or discovery based 
(heuristic) strategies. 
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B the extent to which leaning is 'experiential', 
that is, based upon or involving students' direct 
or indirect experiences, or the degree to which 
it is 'non-experiential' or theoretical. 
C the extent to which learning outcomes are 
teacher-controlled or student-centred and 
therefore, the extent to which learning can be 
said to be 'open ended.' 
Q the extent to which learning is teacher-based 
or involves techniques or strategies which do not 
require direct teacher involvement. The latter 
techniques are essentially self-instructional 
procedures." 
(from 'Curriculum Styles and Strategies, 1982 
p.l+-5) 
Expository teaching involves the teachers stating the 
knowledge and skills believed to be worthy of 
instruction. The other end of the spectrum involves 
the learner acquiring the knowledge through discovery, 
rather than through the teacher stating this overtly. 
This is often termed 'discovery learning'. However 
along the spectrum between expository teaching at one 
end and discovery learning at the other, are several 
intermediate positions which may include varying 
degrees of discovery of exposition. Much primary 
teaching appears to be committed to the discovery 
style of learning and some secondary curriculum 
initiatives, particularly those of the Schools Council 
in the 1970s, lean •'towards the discovery end of the 
spectrum. However the FEU (1982) suggest that the 
term 'guided discovery' which is widely used, creates 
am ambiguity in that it does not reveal the nature of 
the guidance which is provided to the learner. 
153 
Further 'guided discovery' is open to different 
interpretations, depending on the balance between 
discovery and exposition that is involved. 
There are two possibilities about the 'guidance' which 
is given by the teacher: 
(i) guidance is provided about the knowledge to 
be acquired 
( ii) guidance is provided about the strategies 
and processes to be adopted by the learner 
for discovering the knowledge. 
It is clear that both types of guidance have their 
place in the practical implementation of guided 
discovery. Both are valuable in their own right for 
different purposes 1 however the teacher needs to 
consider carefully what he is aiming for and what type 
of guidance will meet most effectively. 
Over recent years, more of the secondary school 
experience attempts to promote student-based, enquiry-
orientated procedures and encourages students to solve 
problems, often through group work. Many secondary 
courses, for example in GCSE course work in subjects 
such as Humanities, require different types and 
degrees of teacher intervention. The teacher is 
involved in a certain amount of theoretical 
explanation about the nature and use of geographical 
concepts and strategies of enquiry for the problem -
solving activities. Such procedures will structure 
the content of learning in a very specific way, and, 
according to the FEU (1982); 
" requiring the teacher to be 
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constantly moving between the different roles of 
disseminator of information, facilitator and 
guide." (p.tts) 
This could also be regarded as true today when the 
introduction of the National Curriculum will 
undoubtedly prescribe more rigidly the content to be 
taught, if not the methods to be utilised. In 
Curriculum Guidance 5 on 
National Curriculum Council 
teaching approaches, 
'Health Education', the 
(1990) supports flexible 
"if a health education programme is to help 
pupils make informed choices, establish a healthy 
lifestyle and build up a system of values, the 
teaching methods used are as important as the 
content of lessons. The participation of pupils 
is essential in order to encourage pupils to 
learn from others •••••••••• " ( p. "V 
"Opportunities should be provided for pupils to 
assess evidence, make decisions, negotiate, 
listen, make and deal with relationships, solve 
problems and work independently and with 
confidence " Cp. 7) 
" much of the teaching in health 
education will be based on the active involvement 
of pupils. " ( p.l) 1 
thus it is clear that the formal didactic style will 
be inappropriate1 demands apparently will be made upon 
teachers in terms of the employment of new and 
flexible teaching approaches which maximise pupils' 
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active involvement. 
The second classification, along which instructional 
procedures, can be analysed according to the FEU 
concerns the extent to which the learner is provided 
with direct or indirect experiences of what is to be 
learned or the extent to which such learning is more 
abstract. The provision of 'experience' in the 
context of instruction is seen1 
"as involving the deliberate exposure of the 
learner to phenomena or situations about which or 
through which learning is to take place. " ( p. tt'!) 
This could be achieved by: 
( i) direct experiences which allow familiarity 
of the individual with the situation, for 
example participating in high risk adventure 
activities to experience fear, excitement or 
triumph over the elements. 
( ii) indirect experiences which allow familiarity 
to be gained through either vicariously~ a 
'second hand' involvement by observing 
plays, films, demonstrations etc or 
analogues such as role play activities, 
simulation exercises etc. 
Clearly experiential learning will make the 
situation more 'alive' and concrete for 
pupils. The FEU (1982) emphasise tha~ 
"The absence of such experiences from 
an instructional situation will 
inevitable tax the learner's abstract 
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thinking ability more highly. • (p.ll-'1) 
Thus the increasing emphasis in education over recent 
years to utilise experiential learning is a logical 
move to assist learners' understanding of the issues 
or concepts to be considered. Those individuals with 
lesser imagin~tive or creative powers may struggle to 
cope with a high level of abstract thinking, thus 
experiential learning may make a learning situation 
more meaningful through making it more real to such 
individuals. 
Much has been written about the value of experiential 
learning. Magee (1971) comments that although he 
believes students learn best from experience, the 
experience can be as meaningless as words if 
unstructured. He believes it is most significant for 
the student and therefore most effective within the 
context of problem solving. Dewey ( 1963) places 
experiential learning at the heart of a student 
centred approach, 
"Rather than learning from texts and teachers, 
students learn from experience. Instead of 
acquiring isolated skills and techniques by 
drill, students acquire them as a means of 
attaining ends which make direct vital appeal." 
(0-ldnorls o~ veiS!Ott. of p. 5) 
Most writers emphasise that the opportunity to reflect 
upon the experience and learn from it as the crucial 
factor in experiential learning. Dennison and Kirk 
(1990) describe Kirk's Learning Cycle (1987) as, 
"Do, review, learn, apply. • (p.ll-) 
They emphasise the importance of the review or 
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reflection stage, sometimes titled 'debriefing'. 
Clearly a high level of facilitatory skill is 
necessary from the teacher and a high level of 
commitment and planning to successfully help students 
to reflect upon three stages: 
( i) What happened? 
(ii) How do I feel? 
(iii) What does it mean, what have I learned? 
The atmosphere of such a reviewing session needs to be 
based upon trust, acceptance and a mutual respect of 
individual feelings and perceptions. 
There is further support for the importance of the 
reflection stage from Revans (1980) and Kolb (1984). 
According to Kolb (t<J8'1-) : 
~reflection, or reflective observation is the 
process which provides a crucial link between 
experience and the process of change and 
adaptation in the mind. 
Thus a commitment to incorporating experiential 
learning within a student-centred framework is 
apparent. It is clear that rather than merely 
participating in an activity, students will need to 
have structured opportunity to pause for reflection 
and consideration, as an ongoing feature of their 
work. 
A fUr~er aspect to consider is the notion of student 
control. When the aims, goals and objectives of a 
lesson or an activity are flexible and subject to the 
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interests, aptitudes and inclinations of the learner, 
the direction of the learning and the learning 
outcomes are determined or influenced by the learner. 
This is referred to by the FEU ( 1982) as being 
indicative of student control. Many examples of 
teacher control can be observed in a variety of 
settings in any secondary school, when the teacher 
decides and generates the activity and generally 
dominates the proceedings. Very often, teachers 
retain control by adopting a formal didactic style of 
instruction and dissemination of information. 
However, the idea of student control over learning 
outcomes has been noticeably afforded more status 
since the introduction of TVEI and GCSE where there is 
emphasis on negotiation between student and teacher 
over the content of the learning experience. 
Increasingly, students are encouraged to both identify 
and solve their own problems in areas of interest, in 
the belief that if a student has a personal interest 
in and commitment to what he is learning, it may be 
more relevant and meaningful, thus learning will be 
enhanced. This has been expanded through TVEI to the 
development of new terminology. 'Flexible learning' 
is a term which has been adopted by TVEI to describe 
their approach to learning. The TVEI Flexible 
Learning Project (1989) stipulates the following 
definition of flexible learning, 
"As the name implies, flexible learning is a 
means of delivering the curriculum involving the 
flexible use and management of a range of human 
resources, materials, activities and situation 
more accurately to meet the learning needs of 
students as individuals. This will allow 
learning to be optimised. Additionally it will 
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also encourage the learner to take responsibility 
for his/her own learning, with ownership devolved 
to the learner so that he/she can more easily 
apply the experience in a wide variety of 
situations including life long learning." 
(Training Agency, 1989) 
Thus flexible learning could be described as an 
'umbrella' term as it incorporates aspects of 
individual learning and experiential learning. 
The emphasis on students becoming involved, assuming 
responsibility and having a sense of ownership of 
their learning are each important features of a 
student centred philosophy. Under the term flexible 
learning, a variety of types and systems exist under 
a variety of names including: 
individual learning 
programmed learning 
resource based learning 
open learning (institution based) 
open access workshops 
distance learning 
supported self study 
Although there are differences between these various 
styles of learning, their common feature is that they 
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reduce significantly, and in some instances, eliminate 
altogether the direct control of the learning 
environment by the teacher and transfer control to the 
learner. The role of the teacher in all of the 
systems identified above is quite different from the 
traditional mode. 
Waterhouse (1990) maintains that confusion results 
from the definitions of different systems and that 
variety and flexibility of approach are more important 
than any firm classification. He suggests that for 
any good teaching or learning to occur, the following 
approach should be adopted' 
"A variety of styles and techniques are regularly 
used. This would include inspiring whole class 
teaching as well as well organised small group 
and individual work. 
The teacher should create frequent opportunities 
to work personally with students 
groups in order that his/her 
influence should be maximised. 
in very small 
example and 
Arrangements which create the environment for 
teaching and learning are flexible with the needs 
of the student constantly at the fore." 
(taken from 'Flexible Learning: An Outli,ne' ,p.12) 
One of the problems would appear to be the adoption of 
new terminology and some inevitable confusion about 
the precise meanings of such terminology. 
The term 'action' or 'active learning' is widely used 
and appears to cover a wide range of methods and 
161 
techniques. According to Waterhouse (1990)/ 
"The basic characteristics are an emphasis on 
learning by doing and an emphasis on student 
decision making. " Cp 51'' • I/) 
both of which imply work of an experiential and 
participatory nature. 
When devising active,techniques, Waterhouse advocates 
teachers consider just two questions; 
"What will the students actually do? What 
decisions will be demanded of the students? The 
aim is to increase the amount of student activity 
and decision making to as high a level as 
possible. " Cp. 58) 
Waterhouse identifies the strategies of active 
learning in the following terms: 
encouraging students to contribute to discussion 
and the generation of ideas. 
challenging students to help others as well as 
themselves. 
using problem solving, encouraging students to 
solve their own problems. 
use of student reviewing (both of self and of 
others). 
facilitating student self assessment. 
valuing students' ideas and contributions within 
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lessons. 
encouraging students to assume responsibility 
when appropriate and a teaching role for other 
students. 
However the over riding element in Waterhouse's 
analysis is the emphasis on experiential learning. 
This confusion between terms in expounded that 
experiential learning has frequently been called by 
other names including 'active learning' and 'action 
learning.' PenriiSOI"I ondKirl< (lqqo)beleYe. ih_ese; mean the same as 
'learning by doing' and that the focus is, 
" on the individual learner rather than 
the material to be learned and the thrust towards 
the 'wholeness' of the learning experience. "(p.5) 
Ryder and Campbell (1988) acknowledge that much 
"jargon" exists and recognise some criticism, as a 
result1 
"•••••••••• some phrases have become labelled as 
'jargon' and are thereby prey to criticism, for 
example, for being trendy, platudinous or 
sloppy." (p.15l+) 
They comment further that the terms are often used 
interchangeably and not always with the originator's 
own interpretation or perspective. Their definition 
of 'active' is in the sense of students being engaged 
with their own progress as well as with the end 
product of their learning. Again, they stress the 
medium of structured group work as being the basis or 
context for much active learning to: 
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(i) encourage students to work collaboratively, 
interact and share knowledge. 
(ii) to provide opportunities for reflection and 
the potential improvement of interpersonal 
relationships between students. 
through a variety of teaching strategies which 
accommodate different student needs. 
Again 'active learning' and 'experiential learning' 
are similar. Spencer's advice (1985) from the 
Coventry LEA TRIST team of in-service trainers in a 
paper to Coventry teachers emphasises that, 
" .......... learning is active rather than 
passive. The approach is participatory, the 
learning comes from the experience of being 
involved " (p . .1), 
thus stressing the experiential and participatory 
nature of active learning. 
It is clear that the significance of active learning 
has grown to a position of some importance, 
particularly at secondary level through TVEI, CPVE and 
TVEI Related In Service Training (TRIST). The 
prompting of such innovations and the influence of 
such projects as Active Tutorial Work in the 
encouragement of active methods to be applied across 
the whole curriculum, has helped focus attention upon 
the value of the approach. There is no doubt that 
TVEI and GCSE have developed this, but the influence 
of Active Tutorial Work cannot be underestimated in 
spreading active tutorial work into active learning as 
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a whole. As Bolam and Medlock (1985) discovered, in 
their evaluation of active tutorial work, pupils very 
quickly become aware of inconsistencies between the 
approaches of tutorial periods and those employed in 
subject teaching. 
Hargreaves et al (1988) describe much developmental 
group work in PSE as work of an1 
"active, experiential character," (p. &5), 
and acknowledge Button's work (1982) in this field, 
in that he stressed that merely talking about topics 
is not enough, 
"relationships and responsible attitudes need to 
be experienced and practisedj (p.~3)J 
for work to be truly active. 
They recognise similarly the influence of the Tutorial 
Work Project, as devised by Baldwin and Wells (1981, 
1983). Like Button, Baldwin and Wells (1981) endorse 
Button's emphasis on developmental group work through 
the title given to their project, they stress the 
active, experiential style of their programmes, with 
the emphasis on a wide use of: 
role play and simulation exercises 
discussion work 
action research 
trust exercises 
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planning for and receiving visitors 
problem solving exercises 
Their advice on the teaching skills required is most 
specific, not only do they indicate, in considerable 
detail, the content to be introduced, but supply 
extensive teachers' notes to enable teachers to feel 
confident in using such new approaches. 
Further Baldin and Wells embarked upon a 
et al 
major 
(1988) training initiative. Hargreaves 
recognise this, 
"Moreover, in each case, the required changes in 
teaching skill and approach have been backed up 
with the force of intensive, experiential based 
training programmes. Nothing could be a greater 
intrusion on teachers' pedagogical choices than 
this." ( p. ((,l.) 
4.10 Exploring the essential elements and common ground 
Key elements of the 'Lifeskills and Health Education 
in the Secondary School Proiect': 
(i) Empowering students to take charge of 
themselves and their lives. Increasing 
awareness of self, clarifying goals and 
helping to increase commitment to them. 
( ii) Enhancing positive self-esteem and acquiring 
skills, discovering one's own values and 
beliefs, rather than having them imposed. 
(iii) The teaching method used by the project 
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places an emphasis on structured group 
teaching using an active 
which allows students 
learning process, 
to work through 
situations, thoughts and feelings in 
experiential learning situations. 
Key elements of Supported Self Study 
(i) Encouraging pupils to learn how to learn -
to stimulate life-long education. 
( ii) A belief that secondary education should 
(iii) 
(iv) 
educate the whole 
individuals and 
autonomous. 
person, treat people as 
help them to become 
An emphasis on supportive relationships with 
pupils. 
Learning materials chosen which are relevant 
for the independent learner. 
Key elements of Active Tutorial Work 
(i) Focus is on the student, his own 
experiences, thoughts and feelings and the 
learning starts from this position. 
( ii) The development of the autonomy of the 
(iii) 
student is crucial. Pupils are gradually 
given opportunities to assume control. 
Maximum participation and interaction for 
each student. 
(iv) The emphasis is on developmental group work, 
167 
active learning involving experiential, 
participating exercises which involve 
students as fully as possible. 
Key elements in Outdoor Education 
(i) A commitment to the value of the process, 
rather than the product. 
( ii) Participatory learning, in the sense of 
involving students in the planning of 
exercises. 
(Hi) An emphasis on experiential learning 1 in 
terms of planning, doing and reviewing 
activities, with particular attention paid 
to reflection and review. 
Key elements in Development Training 
(i) An emphasis on experiential learning 
'learning by doing' with individual target 
setting and an emphasis on review and 
reflection. 
(H) The development of the whole person - all 
round personal development with the aim of 
developing personal and social skills. 
(Hi) Emphasis on the processes of learning, on 
active learning approaches which challenge 
participants to think, feel and make 
decisions based upon first hand experience. 
There is much common ground between the projects or 
initiatives consulted. Upon closer examination 
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certain threads begin to emerge which are consistent 
with each project's philosophy. 
Firstly, a commitment to the uniqueness of each 
individual learner is recognised as the fundamental 
starting point. There is a universal recognition that 
each individual will learn differently and at 
different rates - the starting points of each will 
almost certainly differ. 
Further there is the recognition that each individual 
brings their own experiences, perceptions, skills, 
knowledge and understanding to each learning 
experience and each one has something of value to 
contribute as well as gain. Thus the initial focus is 
on the learner and the process rather than on the 
material to be learned or the outcome of the learning. 
Secondly, there is a universal commitment to 
experiential learning, 'learning through doing', 
utilising as wide a range of methods to achieve this 
as possible. This may centre upon direct experience, 
or role play or simulation, depending on the 
situation, but it is 'hands-on' or related experience 
which requires the learner to actually feel or 
experience a situation and work through it. An 
essential aspect of this is the use of structured 
review and reflection to consolidate and enhance 
learning. 
Thirdly, there is a commitment to make the experience 
participatory in the sense of involving the learner in 
appropriate decision-making and planning. 
Finally, there is an awareness that whole person 
development is essential, the need to develop 
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affective as well as cognitive skills. All of the 
projects consulted believe that students need to 
gradually assume increased responsibility and thus 
greater control of their own learning to facilitate 
their gradual independence from the teacher. Each 
believe that this growth in confidence and gradual 
progress towards autonomy can only be realised in an 
atmosphere based upon mutual respect and trust. A 
secure, caring relationship is therefore essential 
between student and teacher and student and student. 
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Chapter 5. The development of the model. 
5.1 Introduction 
In this chapter, the development of the model will be 
explored. Firstly the essential features are 
considered, followed by the formation of a model and 
subsequent teaching strategies which are outlined. It 
was apparent that a student-centred approach to 
learning encompassed a total approach or philosophy, 
within which were several features, each of which 
merits consideration. What is clear is that the 
emphasis needed to be shifted to the processes of 
learning rather than a preoccupation with the end 
'products' which resulted. 
5.2 From framework to Model. 
Having focussed upon the dominance of the direct 
instructional style in previous chapters, it is 
necessary to consider the 'process' component and its 
implications for teaching physical education. The 
active learning projects or initiatives consulted in 
Chapter 4, retained an essential belief that worthwhile 
and desirable ends can be realised in action rather 
than products brought about Qy action. Further, 
desirable qualities can be realised in the way teachers 
interact with, and treat their pupils in learning 
situations. 
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Bunker and Thorpe ( 1982) and SpacKman(l9'33) have argued 
persuasively for an emphasis on student "understanding" 
which is based on tactical appreciation and decision-
making. Similarly other types of learning will require 
different teaching methods. Most physical education 
teachers would acknowledge that physical education 
offers the potential for many and varied opportunities 
for different types of learning. Some of these might 
be : 
problem solving skills in games work, gymnastics 
or fitness work. 
moral learning, in terms of fair play and 
sportsmanship through games education. 
creative learning, through much work in dance and 
gymnastics. 
social learning, in groups or team situations, 
where interaction with others is of prime 
importance. 
independent learning - in fitness work or in 
gymnastics or dance tasks, when one has freedom to 
explore tasks individually. 
All of the above require students to understand their 
work and possible outcomes rather than merely receive 
instruction to achieve the fastest possible route 
towards the 1 product 1 • Stenhouse ( 1971 ) has claimed 
that the general aim of understanding could be analysed 
into principles governing the process of teaching and 
learning. He proposed the concept of procedural 
principles which function as criteria for selecting 
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teaching acts which were logically consistent with the 
development of understanding on learning tasks. 
Teaching acts which realised these criteria were 
worthwhile in their own right, regardless of their 
outcomes. Thus the 'process' model, as proposed by 
Stenhouse, implies a radically different approach to 
the relationship between teaching and learning from the 
model which emphasises the 'product'. The role of the 
teacher in the process model is more one of an enabler 
or facilitator and more concerned with developing 
understanding. In the process approach, the teacher is 
as much concerned with ' how' the learner learns as 
'what' the learner learns. Even if the end 'product' 
is ultimately not of the desired quality, the learning 
and understanding which will have been acquired 'en 
route' will be of value and significance to the 
learner, albeit within another context or situation. 
Thus it is true to say the process component is complex 
and can have many rich and potential sources for 
learning, some of which may not be immediately obvious. 
These can be employed in a variety of ways, depending 
upon the needs of the individual and the objectives of 
the lesson. 
The author attempted to establish the basic principles 
of a student-centred approach in order to establish a 
simple framework. These were identified as follows 
(i) Atmosphere both in school -and within the 
physical education department. This should be 
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supportive, caring, tolerant and encouraging to 
all students, rather than oppressive, harsh or 
even indifferent to students needs or feelings. 
Opportunity and encouragement will stimulate 
responsiveness to growth tasks. Progress and 
effort will be recognised as being as important as 
achievement. 
(ii) Attitude of teacher - needs to be positive, warm, 
open, encouraging, 
considerate: There 
consistent, sensitive, 
is no place for sarcasm, 
cynicism, in-sensitive criticism or a discourteous 
dismissal of students. 
(iii) Attitude of pupil- needs to have motivation, and 
interest, an inclination to accept or share 
responsibility, be respectful and considerate 
towards others. 
(iv) A commitment to active learning, summarised by the 
following basic characteristics : 
that learning is active rather than passive. 
The approach is participatory -the learning 
comes from the experience of being involved. 
it creates a learning environment within 
which students feel confident and competent; 
more ready and willing to help each other; 
encourages students to become more articulate 
about expressing their experiences, thoughts 
and feelings. 
it assumes that everyone in the group has a 
positive contribution to make, thus all 
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students are valued equally, respected and 
nurtured. 
it is concerned with development of the whole 
person, affective as well as cognitive 
aspects of growth are developed. 
evaluation is central to the process. The 
role of the teacher is extended more to 
guiding students to recognise their own 
development and to take responsibility for 
their own 
learning 
learning. 
is therefore 
The evaluation of 
primarily self-
assessment. The value of peer assessment in 
this process should also be recognised. 
it aims to facilitate students' gradual 
independence from the teacher, releasing 
students with the skills, understanding and 
confidence to continue growing and learning 
as autonomous individuals. 
it sees the role of the educator as an 
enabler of the above. 
Clearly the change in terms of the role of the teacher 
is significant. This change is outlined below: 
the teacher becomes 
the student becomes 
indicated in ordinary case) 
indicated in capitals) 
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less 
authoritative 
OBEDIENT 
protective 
SHELTERED 
directive 
FOLLOWING 
controlling 
DEPENDENT 
more 
reflective 
SELF-DISCIPLINED 
exposing 
EXPERIMENTAL 
enabling 
INDEPENDENT 
releasing 
INDEPENDENT 
towards autonomy. 
The raising of self esteem through physical activity 
was regarded by the author to be a crucial focus for 
any teaching approach. This was expressed through the 
diagram outlined overleaf, to provide an initial focus 
for the consideration of the merits of a student-
centred approach in achieving this. 
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Implicatipns for teacber3 Impligatipns fpr ;tudmnt1 
- give positive reinforcement, recognise when 
pupils do well - to treat others with sensitivity and respect 
- be considerate to the needs of others 
- reduce failure rates, provide opportunities 
for all to succeed. - show tolerance of others' strengths and weaknesses accept responsibility 
- reinforce personal effort and expenditure 
- acknowledge progress, encourage striv1ng help others, where possible encourage, praise peers 
- teach for independence; pup1ls must know 
how to put their plans into action 
- make activities accessible 
recogn1se progress, achievement in self, and others 
- avoid hewg over-crit1caJ. or demoral1sing towards others. 
- allow pupils opportun1ties to experience 
freedom, try out the1r own ideas 
- g1ve pupils respons1b1lity, a chance to 
make decisions; be 'involved' in the process 
- treat pupils : fairly, with respect, with 
sensit1v1ty, value pupils' opinions. 
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(iil "feeling good" about oneself; valuing oneself, having 
self-respect, a pos1t1ve body-1111age. - · 
(iii)feeling valued by 
(a) teacher 
(b) peers 
(iv) feeling 'involved' in the experience, with a degree of 
responsibility, not just a partic1pant, feeling important, 
useful, wanted. 
: 
cognitive 
(i) through personal effort and progress (improvement) 
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New Relationships/Responsibilities 
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5.3 Developing the model and strategies for physical 
education. 
From basic principles the author was required to 
examine physical education and the possibilities within 
the subject for involving students more in their own 
learning. 
It became apparent that within physical education there 
are a variety of opportunities to structure and 
facilitate situations which enable students to become 
more fully involved in the learning process. The 
following were identified as being of importance. 
1 • DECISION MAKING accepting and taking 
responsibility for making decisions, at a variety 
of levels. 
2. NEGOTIATION - both with the teacher and others in 
the group, of the direction or course of action to 
be followed. 
3. CONSULTATION - being involved in the planning of 
work and helping pupils' understanding of what 
they are doing and why. 
4. SHARED LEARNING - with others, either in pairs or 
small groups. 
5. OWNERSHIP OF LEARNING organising oneself, 
setting one's own goals or personal challenges. 
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6. 
Identifying one's own needs and interests. 
in turn leads on to : 
DEVELOPING FREEDOM AND INDEPENDENCE 
This 
being 
allowed to plan for oneself, work independently, 
assume responsibility for oneself and one 1 s own 
actions, within the context of physical education 
and activity. 
7. REFLECTION AND REVIEW OF LEARNING - acknowledging 
and consolidating upon what has been achieved, 
building on strengths, using learning to move on 
to new experiences. 
The following are some of the author's initial thoughts 
in terms of various means to encourage these processes 
to occur. 
1. DECISION MAKING: accepting and taking 
responsibility for making decisions and choices 
within physical education. 
a) Allow pupils to opt for and construct their 
own programmes of activity. This could work 
well, as part of a health-based PE module, 
following a general introduction, 
background or basic information. 
construct and follow their own 
providing 
Students 
programmes 
from a choice of running, circuits, aerobics, 
or weight-training options. 
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b) Allow for student choice within specific 
lessons. Possibly provide task cards 
outlining the progression of suitable 
challenges students then choose for 
themselves which ones they will complete, or 
choose from a variety of options at the end 
of a games lesson, either 
participating in a competitive game 
officiating practice 
individual skill practice 
reciprocal teaching with a partner 
c) Allow for decision-making about direction of 
courses to be followed in PE. This is 
possible in the upper school when gradually, 
elements of choice can be built into the 
curriculum. This demands flexibility and may 
be limited, but still allows pupils to have 
some say over their involvement in PE, 
particularly if they know and understand the 
constraints. 
2. NEGOTIATION: 
a) through discussion of possibilities, staff 
expertise, possible constraints, students 
comments, ideas, experiences, needs and 
interests, staff and students construct a 
programme for the following year's programme. 
This will be more feasible as pupils become 
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older, possibly at the end of a Year 1 0 
course leading to Year 11. 
b) From the earliest secondary years it is 
possible for staff and pupils to negotiate 
the rules for 
i) 
ii) 
ground rules to operate for PE to be 
safe and non-threatening for all 
students and a pleasant learning 
environment for staff and pupils to 
share. 
using the swimming pool, gymnasium or 
multi-gym. Experience suggests that 
where pupils have been given the 
opportunity to be involved in the 
drawing up of rules and understand their 
relevance or necessity, there is a 
commitment to keeping them. 
3. CONSULTATION - being involved in the planning and 
rationale 
curriculum. 
behind the physical education 
a) Planning a course of action - planning a 
week by week programme in terms of 
content, within a specific module of 
work, together with the teacher, having 
determined their needs and interests. 
b) Planning, organising or administering a 
special event - such as a residential 
trip or visit, an inter-school fixture 
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or internal school competition, a 
display or exhibition. Involving 
students in the planning and preparation 
of such an event, rather than simply 
participating. 
4. SHARING LEARNING. 
a) having the opportunity to share learning 
with others, either in pairs or small 
groups. In pairs, through reciprocal 
teaching (e.g. in athletics, gymnastics, 
swimming) with one pupil assuming a 
"pupil-teacher" role and taking 
responsibility for teaching a partner. 
c) 
b) providing opportunities for 
small group work, which is the ideal 
medium for active learning with scope 
for negotiation, problem solving and 
reflective learning within a sharing 
context. An example of this is "games-
making", when pupils create their own 
games and devise their own rules and 
regulations. 
Shared goal levels pupils work in 
pairs or small groups towards a shared 
goal, to aid motivation and commitment 
and reinforce learning. 
d) Work with others in activity; the 
possibilities include coaching or 
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assisting younger pupils; 6th formers 
assisting with community classes, such 
as "mums and tots" classes or community 
teams etc. 
5. OWNERSHIP OF LEARNING and 6. DEVELOP INDEPENDENCE. 
a) Plan own programme, follow own interest, 
particularly within the upper school 
programme, where it may be possible to 
work independently of the teacher, 
charting one's own progress and keeping 
a record as appropriate. 
b) Identify own needs, set own personal 
challenges within an activity which can 
start within school physical education 
lessons 
leisure 
staff. 
and 
time, 
perhaps 
with 
continue 
support from 
7. REFLECTION AND REVIEW OF LEARNING. 
into 
PE 
This is an important, but often neglected area 
allowing pupils to reflect upon what they have learned 
and achieved, using this to move onto new learning 
experiences. This can be started in a number of ways 
ranging from 
a) very simple exercises which help pupils to 
focus on what they have been doing in a 
particular lesson such as : 
i) At the end of a lesson, move round a 
circle, each pupil saying one word which 
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or 
sums up 
activity/his 
his feelings 
progress or 
learned today, 
about 
what 
the 
he's 
ii) In pairs, tell your partner "one bad 
thing" and "one good thing" which 
happened in today's lesson, or 
iii) On leaving the sports hall/gym write 
your comments for ii) above on 2 flip 
charts on the wall. 
b) Pausing, during the course of a lesson, to 
consider such questions as : 
"What is happening now?" 
"What problems are occurring, if any?" 
"What can you suggest to solve this?" 
Students are now responsible for focussing on the 
problem, solving it if possible and suggesting the 
course of action to be followed to improve or progress 
further. 
c) More extensive review and reflection, 
possibilities include : 
i) Check lists, review sheets, ideas sheets 
to be completed by the pupil as he 
progresses through a unit of work, thus 
reflecting upon progress and reviewing 
what has been learned, identifying 
future targets. 
ii) Student achievement sheets or profiles, 
with comments from students and staff on 
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progress, 
achievement 
work. 
leading to a statement of 
at the end of a unit of 
The crucial factor is that reviewing is planned and 
built into the programme, used as a learning tool. It 
should not occur in a haphazard or 'adhoc' manner, but 
is used purposefully to help pupils focus on their 
progress, difficulties, what this means to them and 
plan possible ways forward or new targets. 
From these initial considerations, the researcher 
engaged in much discussion with colleagues, in 
particular those involved with the Health and Physical 
Education Project at Loughborough University. 
Clearly several strands were beginning to emerge. 
Firstly there was a need for much work to be 
experiential - pupils becoming involved and actively 
working through a task, considering its implications, 
so that they have direct first-hand experience upon 
which to reflect and internalise. 
Secondly the approach should be participatory. pupils 
are part of the planning process, which implies a 
fundamental change in the teacher/student relationship. 
If an experiential learning situation is a!so-ib be 
participatory, the students need to be part of the 
planning process, which means that they would be given 
an opportunity to discuss the form that the experience 
will take and encouraged to feel that their views are 
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taken into account. This process would not stop once 
the programme has started, but should allow for 
continuous modification in the light of students' 
findings. 
Participatory learning implies involvement in decision-
making at a variety of levels. 
Firstly through decision-making which affects others, 
including the group within which the student is 
working. 
Secondly, through being accountable for one's own 
actions through experiencing the consequence of one's 
actions, including failure. 
Through participation in their own learning pupils will 
be involved in sharing solutions to problems posed, 
ideas and experiences with other pupils and teachers. 
The stage between dependence on the teacher and 
independence encompasses much sharing of learning. It 
should be recognised that this does not exclude teacher 
intervention; there will be times when a pupil works 
with the teacher and times when a pupil works with 
other pupils. The benefits of peer group support and 
encouragement can be maximised here - it may often be 
more acceptable to a self-conscious youngster to be 
helped or 'coached' by a 'pupil teacher' than by the 
class teacher, quite apart from the positive social 
implications offered to the 'pupil teacher' from such 
interactions. 
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Another strand to emerge was the notion of ownership of 
learning. Pupils will need to have a sense of 
commitment to activity, and feel that it is significant 
for them. The researcher tended towards Lloyds' view 
(1986), 
" it appears to me that pupils will enjoy and 
support an activity if they have been involved in 
the planning process and have increasingly had 
choice in this system" Cf. 3'.) 
There are many opportunities in physical education for 
pupils to 
create something of their own, 
imaginations. 
use their 
explore their own solutions to tasks by responding 
creatively. 
exercise choice within activities, 
challenges or targets to aim for. 
assess their own progress and plan their own 
goals. 
select 
One of the purposes of the teacher is to create an 
environment for success to help individuals to 
improve and feel motivated enough to pursue their 
goals. Gould (1986) stresses that goals are effective 
because they influence psychological states such as 
self-confidence, mobilise effort and increase 
persistence. Hellison (1977) supports this through his 
recognition of the importance of pupils' goal setting 
and being encouraged to realise their own goals within 
physical education. 
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The final strand centres upon the notion of student 
independence and self-responsibility. Clearly gradual 
independence will be the key and a variety of 
situations could be explored to foster this. Pupils 
may be : 
i) dependent on the teacher for the task, 
independent in carrying it out 
ii) independent of the teacher in deciding the 
task, but dependent on the teacher to carry 
it out. (For example, pupils and teachers may 
negotiate the 'ground rules' which will 
operate in P.E.lessons, but there will be a 
need for support from the teacher to ensure 
these are maintained) 
iii) independent in setting the task and 
independent in carrying it out 
The notion of responsibility is important to consider. 
Gradual self-responsibility will need to be introduced 
and explored. Pupils will bring their own life 
experiences with them into school, the way they are 
treated at home will be reflected in their attitudes 
towards taking responsibility and handling it with 
confidence. 
According to Hellison (1977) self-control is the 
desired outcome for pupils to be in a position to 
accept responsibility. He argues that organised sport 
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tends to discourage self-control by placing 
responsibility solely on officials. He explores 
opportunities for pupils to officiate themselves, thus 
controlling the behaviour of their peers, which he 
believes ultimately leads to greater personal control. 
Therefore self-responsibility and gradual independence 
are the final features to consider which the researcher 
termed 'self-empowerment'. 
Four terms emerged: 
1) Learning from doing bases learning on the outcome 
of students' experiences and feeds back this 
learning into the next planning phase. It 
acknowledges that the use of direct personal 
experience of the different challenges of physical 
education is a powerful learning medium, when 
planning and reflection are structured to become 
an important part of the process. Clearly 
physical education has always been mainly 
concerned with 'learning from doing' through 
engaging students in activity, but the critical 
factor needs to be not the 'doing' but the nature 
of the learning process which is taking place. 
Although students may be physically active, they 
may be making little or no contribution other than 
simply physically participating, thus missing out 
on a rich and varied source of learning potential. 
ii) Sharing in learning allows students to be part of 
the planning process - which implies a fundamental 
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change in teacher/student relationships and in the 
role of the teacher. Essentially, students are 
encouraged to participate fully in and take 
responsibility for their own learning, through 
negotiation and consultation wherever appropriate 
and through sharing and working with others, 
either as partners or as part of a team. 
iii) Ownership of learning acknowledges a students' 
involvement in planning and decision-making about 
personal activity patterns and the means of 
progressing in activity. It recognises the need 
for freedom to explore one's own response to tasks 
and challenges within physical education and the 
need for opportunities to take and accept 
responsibility to enhance personal commitment to 
one's own learning. 
iv) Self-empowerment aims to foster increasing 
independence and autonomy by allowing students' 
access to the means of becoming both accomplished 
and knowledgeable about activity and sufficiently 
personally and socially skilled to seek continued 
involvement and enhanced enjoyment. The ultimate 
aim is to liberate students with the means to 
making regular activity an important part of their 
lifestyles. 
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1\) 
learning from doing 
(embraces approaches such as "experiential learning", "active learning") 
involves 
Use of direct personal experiences as the 
basis for developing knowledge, understanding 
and skills 
Students are "actively" rather than "passively" 
involved in the learning process 
Increased personal understanding will only 
be encouraged through internalising direct 
personal experiences, students will need to 
find out for themselves, rather than have 
all experiences structured or imposed by 
the teacher. 
The teacher is an enabler and facilitator 
rather than a "giver of knowledge". 
There is emphasis on the 
planning 
and reflection stages 
of expenences, with students 
actively involved 1n these stages, 
as well as in the "doing" stage. 
The recognition that all three stages • 
of an exper1ence have importance and form 
a valuable medium for learning 
Review/reflection/evaluation are central. 
Students are guided to recognise their 
own rlevelorxnent ami learning and take 
ro<;pnnsi!Ji lily for sur.h. 'l11oroforo 
there must be emphasis on student self-
assessment through a variety of medium. 
participating in the learning 
process 
sharing 
involves 
planning: negotiation and 
consultation wherever appropriate 
The approach is participatory: 
the learning comes from the 
experience of being involved. 
Assumes that every individual has 
a positive contribution to make 
in the group - both students and 
teacher can share in the learning 
process. 
learning with and from others 
Increased self-awareness and fostering of 
tolerance and sensitivity towards different 
views and perspectives, thus mutual 
respect between students is enhanced. 
Students become more articulate about 
themselves and more socially competent 
and confident from working and learning 
with others. 
Many aspects of personal and social 
development are encouraged through 
sharing in the learning process. 
• 
• I 
.•. 
Setting and achieving one's 
own targets 
ownership (individual and as part of a group or team) 
involves 
using the imagination to 
create something of one's own 
making a personal 
response to tasks 
or challenges 
Students being involved in the 
- planning 
- carrying out 
- checking up 
of their targets. 
Comni tmen t to a 
personal goal may 
enhance motivation. 
Acknowledges recognition 
of each individual's 
needs and interests. 
encourages a sense of 
ownership of response, 
values student ideas 
and imagination. 
encourages individual 
freedom to explore 
own response to 
activity. according 
to ability and 
interest 
a)assuming responsibility fo 
(i) the direction of work 
( i1) learning 
(iii) decisions made 
b)taking and accepting 
responsibility both as 
an individual and as 
a group 
preconditions are that 
the learner has 
a) the ability 
b) the motivation 
c) the will. 
d) the interest 
to a) accept responsibility 
b) be responsible 
and to make decisions 
independently of the 
teacher 
Increase individual 
and group responsibility 
for decisions taken 
.... 
<!1-"" 
or' 
moving from dependence 
towards independence 
this means being given the 
opportunity to have freedom 
to exercise choice and make 
decisions 
being allowed to work 
independently from the 
teacher, with the right 
amount of support, as 
appropriate 
personal autonomy can be 
promoted through this 
approach 
self-empowen:JCnt 
involves 
recognising improvement can be 
made; having control over what 
can be accomplished 
allowing students access to the 
means of becoming accomplished 
in activity 
recognising student achievement 
and success and placing status 
upon it 
providing for and encouraging 
excellence 
implies self-esteem grows 
opportunities for achieving 
success 
Improvement 
mastery 
Will be important in enhancing 
self-esteem, as will reducing 
failure. 
Feeling useful, wanted and 
valued. 
Feeling involved in the life 
and workings of physical 
education. 
The need for a supportive and 
enabling atmosphere within 
physical education (context). 
Clearly it would be insufficient to merely identify the key 
elements of the model, as responses were to be sought from 
professionals in the field. 
Therefore, in orde~ to provide more detailed and practical 
information, the researcher outlined some possible teaching 
strategies to illustrate the four key elements. These are 
identified as follows : 
• 
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Strategies for learning from doing 
------·---- ------ - -
1) PERSONALISING DIRECT 
EXPERIENCES. ASKING STUDENTS 
CONSIDER TilE ACTIVITY THEY ARE 
INVOLVED IN. 
2) PAUSING TO REFLECT ON A 
PARTICULAR SITUATION DURING A 
LESSON, 
3) BECOMING FULLY INVOLVED IN 
ACTIVITY. 
-
TO 
4) INTRODUCING SIMPLE REFLECTION AND 
REVIEW OF EXPERIENCE. 
(Students are consulted -their 
thoughts and ideas are of 
importance and are given an 
outlet. Takes a little time.) 
5) MORE EXTENSIVE REFLECTION AND 
REVIEWitiG, 
(Useful for : 
- teachers ( know students better 
record students• work) 
- students 
- employers, parents. 
Resource pack for students• use. 
Provide opportunities for students 
to review and reflect upon their 
learning before moving on. 
• 
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In games-making, where students have 
devised their own game, rules, etc., 
pausing to consider 
"what la happening? ••. " 
" what are the problems? ... " 
"what can you suggest to solve it? ••• u 
Students are responsible for solving the 
problems and suggesting the next step, to 
improve their game. 
Consider what is happening to the 
individual by focusing on 
"How does this feel? •••• " 
or asking an individual to reflect on his/ 
her particular situation, 
" Why is your shot failing? ••• " 
" What could be done to improve the 
si tuat1on? ••••• " 
Student plans the next move, as an 
alternative to teacher immediately 
suggesting how to improve/progress. 
Using mental imagery, fantasy, the 
11 inner-game". 
1) Go round a circle - each student. 
says one word which sums up his 
feelings about the activity I his 
progress I what he's learnt today. 
(Gives a quick idea of group reeling.) 
U) Jin pairs, tell your partner," 1 bad 
thing, 1 good thing " which 
happened in today's lesson. 
iii)On leaving the gym, write same as 
ii) on two flip charts on the wall, 
Check lists/ideas sheets/review sheets 
at the end of a unit or work. 
Student achievement sheets, with comments 
from students and starr leading to a 
statement of achievement. 
Student self-profile for example, 
throughout a health-related fitness 
module, comprising a profile, record of 
achievement, student comments, together 
with information which student is able 
to keep at end or module, 
Strategies Cor sharing in learning 
1) RECIPROCAL TEACHING 
Consider : 
resource sheets~ work cards. 
How to give positive reinforcement. 
2) WORKING WITH OTHERS 
3) SPORTS LEADERSHIP, 
COMMUNITY PROJECTS, 
HELPING OTHERS INTO ACTIVITY. 
(Giving this type of work status 
and recognition within the 
school) 
4) INCREASING AWARENESS AND 
RESPONSIBILITY FOR OTHERS, 
(Teacher attitude and atmosphere 
within lesson can do much to make 
this an important focus, with 
status afforded to helpers.) 
5) SMALL GROUP CO-OPERATION 
EXERCISES 
6) SHARED GOAL.LEVELS 
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~ in athletics, gymnastics, with 
pupil assuming a "pupil-teacher" 
role and taking responsibility c~r a 
partner .. 
i) providing opportunities Cor leading 
a group, teaching a group something 
specific, ~games, act as a coach to 
your team, instruct, coach, observe, 
give feedback; dance, teach a small 
group a dance you've choreographed. 
ii) use pupil expertise (possibilities 
Cor upper school) e.g. principles of 
self-defense. 
i) Extra-curricular- assuming 
responsibility for helping younger 
participants at clubs or practices. ~ 
ii) Helping others in activity/sport 
(wider community) e.g. toddlers in 
Mums and Toddlers gym classes; pre-
school swimming; coaching 
assistance to younger players in 
community teams, helping the elderly 
in activity. 
ili)Working Cor others, organising and 
participating in an event to benefit 
others, ~fun-run or special event 
such as a display of work, supporting 
local events through participation. 
Example of small step in this direction -
for the last 5 minutes of the lesson, go 
to someone you feel you may be able to 
help, e.g. demonstrate, or support, or 
observe and give feedback and 
encouragement. 
Co-operative games; devising own games; 
using decision-making, problem-solving; 
outdoor challenges-survival games 
using problem-solving tasks, 
Provide Cor partner or small group work 
towards a shared goal, e.g. group learning 
a particular skill in basketball, or 
gymnastics or when using individualised 
instruction strategies such as task cards 
or contracts, pupils could work in pairs 
or groups to urge each other and give 
feedback towards a common goal. 
Strategies of ownership of learning 
r----------·---------~--------·------ ------·- -.... --
1) SETTING AND ACHIEVING ONE'S 
OWN GOALS OR TARGETS. 
(Allowing time for target 
setting: checking up on progress 
and achievements, recording same. 
Giving positive reinforcement. 
Placing status on achieving one's 
own targets.) 
2) ALLOW FOR STUDENT CHOICE 
WITIIIN ACTIVITIES, 
(Resources, workcards to 
support activity) 
3) PLAN / ORGANISE / ADMINSTER 
A SPECIAL EVENT. 
(Teacher acts as support, 
advises when appropriate) 
4) NEGOTIATION 
(Teacher has contribution as 
well as students) 
(Negotiation, planning contract, 
recording progress, assessment 
and evaluation). 
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1) Examples - improving one's own 
performance, perhaps in a circuit or 
improving a personal best. 
11) Planning one's own programme to meet 
a specific aim e~ a weight training 
programme and carrying it out or a 1 
target of learning a particular skill 
by a certain.date<deadline and working 
towards this goal. 
i) task cards outlining a progression 
of challenges - students choose which ones 
they will do ( so many out of 15) 
11) choice at the end of a games lesson 
or et ther : 
-participate in a competition (SvS game) 
- officiating practice 
- individual skill practice 
- help/coach another player 
i) a visit or trip 
ii) an inter-school fixture 
111)an internal school competition 
iv) a display or exhibition of work 
1) of ground rules necessary for P.E. to 
be 
1) safe 
11) non-l::h<eo.leni~ for all students 
iii) a pleasant environment for staff 
and students to share. 
· 11) Contract learning 
Negotiation of activities to be 
followed (possibilities for work in 
the upper school). 
I 
I 
I 
I 
I 
. " 
Strategies for self-empowerment 
1-------------------::---·---------------------------
1) HAVING FREEDOM TO MAKE 
DECISIONS, CHOICES AND TAKE 
RESPONSIBILITY. 
2) DEVELOP OWN INTEREST : 
SPECIALISE IN ACTIVITY. 
(Role of teacher as supporter. 
Links with the community 
and support of outside 
agencies). 
3) ENHANCE SELF-ESTEEM 
Allowing students access to 
mastering skills 
(recognising achievement and 
giving it status) 
4) ENCOURAGING PERSONAL STRIVING : 
SETTING CHALLENGES 
~ In a fitness module, following a 
general introduction to the principles 
of the course, students opt and construct 
their own programmes e.g. in weight-
training, running, circuits, aerobics. 
Students pursue own particular interest, 
possibly out of school, at a local 
centre or club, or within school, 
recording own progress and reporting 
back, receiving help and support as 
appropriate. 
i) Allow each to succeed at own level by 
providing stepped challenges -
differentiation within a task 
(e.g. in circuit work, gymnastics, 
athletics, games tasks) 
ii) Providing time for students to 
practise something they would like 
to master/achieve. 
iii)Implications for upper school 
options? 
How appropriate are "taster" sessions 
- if students are to be sufficiently 
"empowered"'with the necessary 
skills and confidence to pursue 
activity? 
Perhaps complete modules are more 
conducive to further participation? 
See 'Athletics Challenges• (Health and 
Physical Education Project, Loughborough 
University) for individual and team 
challenges, based on athletics •. 
"How Car can11YOU run in 5 secs? .•.• " 
(Student marks spot with marker). 
"Can you try and beat it this time? ••• " 
.-
This and many other examples of ~ 
challenges to reinforce personal strivings 
are included. 
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Having established a model and developed some teaching 
strategies to illustrate this, the researcher was now in a 
position to consult professionals in the field and receive 
feedback as to their responses. 
These responses are detailed in the following chapter. 
i 
Chapter ~ Gaining Responses from Professionals 
6.1 Introduction 
In this chapter, the responses from the six groups of 
professionals will be presented as such: 
1 Head Teachers (identified as Hl and H2) 
2 Education advisers (identified as A3 to A6 
inclusive) 
3 Physical education lecturers (identified as L7 to 
L9 inclusive) 
4 The Coventry teachers (identified as CT1 - CT14 
inclusive) 
5 The Essex teachers (identified as ET1 to ET17 
inclusive) 
6 The Wiltshire teachers (identified as WT1 - WT6 
inclusive) 
Each question asked will be followed by the 
professionals' responses, together with their code. 
Finally, a brief summary will lead into Chapter 7 
which discusses the results. 
6.2 Case Studies H1 and H2 CHead Teachers> 
H1 Head teacher of Coventry Community College (690 
students aged 11 to 18 years). No background in 
physical education, from modern languages 
teaching. 
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H2 Head teacher of a Coventry Comprehensive School 
(1000 students aged 11 to 18 years). No 
background in physical education, from science 
teaching. 
l ial ]2 you understand the terms identified in the 
model and how they~ used? If not, please identify 
where the problem lies. 
Hl "Yes." 
H2 "The paper 
reading. My 
is clear and makes interesting 
only real difficulty was knowing if 
the statements on the 4 sheets seeking to give 
meaning to your 4 components were linked in any 
one way or were free standing? Were the left 
hand column statements of 'belief' and the right 
hand consequences and outcomes?" 
l iQl What do you think the model is attempting to 
do? 
Hl "To help teachers to change their methods of 
teaching and improve their communication with new 
students. To help them plan and implement a 
programme which involves students far more deeply 
and meaningfully in the work they are doing. To 
assist them in developing strategies for 
achieving these ends." 
H2 "To give good PE teachers (and not so good!) some 
idea of how they could change their practice to 
the benefit of all pupils to increase 
motivation in their students. It would also give 
more structure to the process side of the scheme 
of work. It is time with the good practice 
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emerging from OCEA and TRIST." 
1_ QQ. you feel this provides sufficient guidelines for 
identifying appropriate teaching strategies? If not, 
please outline why ~ 
Hl "Yes." 
H2 "I think that it is a very realistic and useful 
paper - especially the 4 sheets specifically 
outlining strategies. Be prepared for responses 
like "we do this already" or "I can't do that 
with 30 in a class". You seem to be collecting 
good practice - so people will recognise aspects 
of their work. It is the total that is important 
and the framework for review and evaluation." 
"'Negotiated learning', 'sharing' etc must also 
apply to the way staff work together, ie INSET." 
~ QQ. you foresee any problems occurring in 
implementing teaching strategies based~ this model? 
If so, m you list them in order of priority. 
Hl (i) "The need for in-service training time for 
teachers, preferably on a TRIST basis." 
(ii) "The need to develop teachers' confidence." 
H2 "There are the problems associated with mixed 
ability teachers (and mixed motivated teachers). 
Will this model also improve the experience of 
teachers? I have tried a number of the methods 
you outline in science and the main problems 
are:-
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(a) Changes needed in lesson management 
insecurity for teacher. 
(b) Where does content come in in relation to 
your model - how do you advise teachers to 
choose? 
(c) How 
forward? 
straight 
there? 
can you monitor if you are moving 
You won't achieve the whole model 
away. What incremental elements are 
How would you phase it into a 
department?" 
.! Do you feel there is s. need for in-service training 
to implement the ~ of strategies ~ outlined? If 
so, please outline the ~ and nature of the in-
service you would like to see. 
Hl "Yes. TRIST. Observation of good practice in 
other institutions. Group work with specialist 
adviser and other practising teachers." 
H2 "You are a Head of Department. 
organise the INSET for your 
How would you 
staff? Most 
important -you must have a team approach. 'All 
in it together' creates the atmosphere for trying 
new things. Agree on the scheme of work. A lot 
of things initially in school. Some aspects, 
however, are reliant on the approach to teaching 
and learning in the school as a whole." 
~ Any other comments 
H2 "I like your approach very much. I wonder what 
exactly this paper is for. Is it:-
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- a campaigning paper to influence other 
colleagues? 
- a blue print for action? 
- definition of parameters for a piece of action 
research? 
As a Head, I would be seeking a marked 
improvement in the motivation of students in PE 
and the chance for all students to organise their 
own active lifestyles when they leave school. 
You have to convince PE teachers!" 
6.3 Case Studies A3, A4, AS and A6 Educational Advisers 
A3 Adviser from Coventry LEA with responsibility for 
physical education. 
A4 
A5 
Teacher Adviser 
responsibility for 
Teacher Adviser 
responsibility for 
study. 
from Enfield LEA 
physical education. 
from Coventry LEA 
developing supported 
with 
with 
self-
A6 Senior Adviser from Gloucestershire LEA with 
responsibility for personal and social education. 
(This adviser did not complete an evaluation 
sheet, but wrote back with his comments on the 
model. This may have been due to the fact that 
he was one of the original 6 1 experts 1 
interviewed before constructing a framework). 
~ ial Do you understand the terms identified in ~ 
model and how they .!!!:§. used? If not, please identify 
where the problem lies. 
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A3 "Yes - I do not like the term 'self-empowerment' 
but I can understand your dilemma. I am used to 
this kind of language - I should be interested to 
know how teachers react to it!" 
A4 "Yes, although it took me a while to realise that 
learning from doing, sharing in learning, 
ownership and self-empowerment are not stated as 
being mutually exclusive but closely inter-
related with a good deal of overlap." 
AS "Yes, although I find some of the charts 
difficult to follow. It is the format or layout 
which is difficult as it disallowed me a flow of 
information." 
~ lQ1 What do you think the model is attempting to 
do? 
A3 (i) "To raise awareness of alternative teaching 
styles." 
(ii) "Offer strategies to put ideas into 
practice." 
(iii) "Form a basis for further discussion within 
PE departments." 
A4 "Attempting to identify areas where PE teachers 
may slightly alter their approach in order to 
involve pupils in their own learning, so that the 
responsibility of learning is transferred to the 
pupil from the teacher. In more detail it 
attempts to 
crucial to 
learning." 
identify key elements 
involving pupils in 
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which 
their 
are 
own 
A5 "Enable teachers to gain experience of what the 
often woolly concept 'Active Learning' means. 
It is broken down into comprehensible parts and 
activities stated rather than hypothesised." 
A QQ you feel this provides sufficient guidelines for 
identifying appropriate teaching strategies? If not, 
please outline why ~ 
A3 "I like the strategies section - it seems clear 
on the whole (I'd question 'learning from doing', 
I do not understand it). I think everything is 
here for identifying - the reader has to apply 
the ideas to everyday teaching situations of 
course and therefore demands a commitment which 
some may not be prepared to give." 
A4 "There are plenty of suggestions which a teacher 
with a brain would be able to utilise in their 
teaching style! However I can foresee problems 
with people saying "how do I implement this 
model?". Taken as a whole it could be very 
daunting for an average PE teacher - are they 
expected to just pick out bits and pieces at 
random, or totally re-structure their approach to 
utilise all the areas?" 
AS "You might give an example of a lesson and how 
the teacher would prepare for such. Obviously 
things like 'ownership' stress that lessons will 
be open-ended but that might be too liberal for 
many teachers. I think an example of a lesson 
you or another teacher has taught might be an 
appendix." 
1. Do you foresee any problems occurring in 
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implementing teaching strategies based ~this model? 
If so, ~ you list them in order of priority. 
A3 "The last point made in the previous answer 
perhaps? It is difficult for the uninitiated to 
know where to begin." 
A4 (i) "Implementation of whole/selection (as stated 
in Q2)." 
(ii) "Required a great deal of courage and 
commitment on the side of the PE teacher to give 
up his authority and pass responsibility to kids 
- how many have that courage?" 
(iii) "Many of the strategies require a great 
deal of preparation - work cards etc. How many 
teachers would devote that time?" 
(iv) "Will children be able to cope with change 
in approach?" 
AS (i) "Teachers of the old school might moan! 
(Don't they always). 
hard." 
Handing over power is 
(ii) "Are colleges teaching this method to 
trainees? They will need to." 
( iii) "I don't foresee problems with the more 
positive staff - and they are the ones you will 
need." 
.! Do you feel there is s. need for in-service training 
to implement the ~ of strategies M outlined? If 
so, please outline the ~ and nature of the in-
service you would like .!:9. ~ 
209 
A3 "Yes." 
(i) "TRIST model - someone working alongside 
teachers in the gym/pool etc." 
( ii) "Sharing each others work in a working group 
or task force situation- process based." 
A4 "Yes." 
(i) "Ideally advisory teachers (or similar) going 
into schools on a regular basis and teaching with 
staff in school over a prolonged period of time, 
so that on-site staff can see the strategies used 
and developed in a normal school situation." 
(ii) "Alternatively groups of teachers going to 
see the strategies in action and then given 
support in devising programmes for implementation 
in school. If model is to be widely adopted it 
must be seen to work in practice." 
AS "Certainly - tutoring skills will need to be 
taught to teachers. My belief is that after an 
initial introduction - perhaps a lecture - you 
should offer support - in-situ support I feel is 
the best form and I have tried it out." 
~ Any other comments 
A3 "I don't think so at this stage - but I will keep 
reflecting. Everything is there but it may need 
some re-thinking of the presentation and a 
convincing argument for "why change?"." 
A4 "I would like to know how one makes the 
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transition from being a traditional didactic 
approach-type 
his/her pupils 
teacher, to one who involves 
in their own learning and acts as 
an enabler/facilitatorl Is it a process which 
takes years? Can it be achieved overnight? If 
so - please tell me how because I want to do it I " 
AS "It is a well thought out paper. I like it and 
I am convinced!." 
A6 Replied with the following observations:-
"Thank you for sending me details of your PE 
student centred framework. I wish to offer 
the following observations:-
(i) The terminology of 'active learning', 
'experimental learning', 'student-centred 
learning' remains problematic - is there an 
understanding of the similarities and 
differences? 
(ii) Do the ways of working 'threaten' the 
nature and scope of PE as perceived by many 
teachers? In other words, what does PE look 
like to teachers who work in more 
conventional ways? Does it still remain PE? 
(iii) 'Student-centred' work gives control 
to students~ is that what you are 
advocating? If so, what role does the 
teacher play? 
(iv) Teachers need to use methods that will 
achieve their stated objectives and 
conversely change their objectives if they 
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have a limited range of teaching skills." 
(v) "The 4 components do not necessarily 
hold together as being part of the same, ie 
self-empowerment may be a feature of the 
other 3. 
stage a 
his/her 
review)." 
What is perhaps crucial is at what 
pupil takes an active part in 
learning (planning, delivery, 
(vi) "Some PE teachers may equate •active 
learning' with gross motor skills and 
dismiss the rather academic interpretation 
of •active learning'." 
(vii) "The pupils experience of learning and 
teaching style in existing PE programmes may 
influence his/her inclination to consider 
and positively respond to less didactic 
teaching methods." 
(viii) "Your strategies still put the 
teacher in the driving seat; he/she setting 
the agenda. I think you need to involve the 
pupils more, for example, as mentors, 
guides, teachers, evaluators, demonstrators, 
enablers, planners, advocates." 
"I hope there comments are useful - your 
work interests me greatly and 
congratulations on 'breathing fresh air' 
into this aspect of education. Please keep 
me in touch, I would like to meet you 
again." 
6 . 4 Case Studies L 7, L8 and L9 Lecturers of physical 
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education in training institutions 
L7 Physical education lecturer 
physical education and 
Loughborough 
Technology. 
University 
in the department of 
sports science, 
of Science and 
L8 Physical education lecturer at the college of St 
Paul and St Mary, Cheltenham, Gloucestershire. 
L9 Physical education lecturer at Bedford College of 
Higher Education. 
L8 and L9 did not complete the evaluation sheet but 
responded in different manners. L8 replied in a 
letter detailing her comments and observations. L9 
wrote indications that she would prefer to meet with 
the author and talk through her observations. This 
was arranged and took place at Loughborough when L9 
produced some guideline notes and talked through her 
comments and observations which were recorded by the 
author. 
l ~ Do you understand the terms identified in the 
model and how they are used? If not, please identify 
where the problem lies. 
L7 "Yes, I like your ideas but as you will see I 
think you need to address a number of issues." 
l lQ1 What do you think the model is attempting to 
do? 
L7 "Provide a framework for ensuring that a 
teaching/learning experience has access to a 
variety of ways of encouraging pupil-centred 
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learning." 
.£ QQ. you feel this provides sufficient guidelines for 
identifying appropriate teaching strategies? 1i not, 
please outline why ~ 
L7 "A need for more practical detail - identify what 
might be done should be pursued and how. Always 
difficult 
reality." 
to translate expectations into 
~ Do you foresee any problems occurring in 
implementing teaching strategies based on this model? 
1i so, could you list them in order of priority. 
L7 "For pupils to be self-determining they need to 
be familiar with discipline; perseverance etc. 
For pupils to be able to evaluate or self-correct 
or other correct they need an appropriate 
knowledge base or access to resources otherwise 
you end up with the blind leading the blind. 
What you are advocating has merit but not 
exclusivity. Beware of the danger of 
trivializing activities to enhance the process. 
For example you suggest using made-up games for 
personalising and considering the activity they 
are engaged in. All games are based on choosing 
and assuring responsibility for actions - all 
learning needs to be focused and calls for 
concentration. If you wish to pursue it I have 
some reservations about the developing effects of 
'social and personal development' as a prime 
focus in PE." 
.! QQ. you feel there is a need for in-service training 
to implement the ~ of strategies as outlined? If 
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so, please outline the ~ and nature of the in-
service you would like to ~ 
L7 "Change is illusive - prior to a change in 
teaching strategy you may need to consider 
philosophy, expected outcomes of a 
short and long term benefits etc. 
wish." 
~ Any other comments 
PE programme, 
Discuss if you 
L7 "Your opening paragraphs are a little misleading 
in that it could be claimed that PE has done much 
to encourage alternative teaching strategies 
(1950 onwards), the development of modern 
educational gymnastics in the late 1950s and 
early 1960s, the introduction of option schemes 
and self-promoted learning in the late 1960s and 
early 1970s etc." 
"Are you happy with the phrase "teacher is an 
enabler and facilitator rather than a giver of 
knowledge" - we could have a long discussion 
about that. Beware of denying the knowledge, 
previous experience and informed eye of 
practising teachers." 
L8 Responded in the following letter detailing her 
comments and observations on the package she 
received. 
The following is a transcript of the writer's 
comments to the researcher:-
"Thank you for the opportunity to share with 
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you your work on pupil-centred learning. 
Doubtless all your correspondents will say 
the same thing, but it is a pity that there 
is not the time available to do justice by 
way of a response - your paper arrived 
amidst final examination marking!" 
"I wondered if by any chance you would be at 
the university on Saturday 11 July during 
the lunch hour. I shall be at the Baalpe 
Congress that day and could talk with you 
about this work, which would be preferable 
to trying to write about it. Do let me 
know." 
"Briefly, I found the papers interesting and 
feel sure that they will make a timely 
contribution to the debate. Your 
'strategies' pages were clearer than the 
other explanations, and I would be anxious 
that eventually the language of the teacher 
was used throughout to convey meaning. I 
found the descriptions contained overlap and 
were not as distinct from each other as they 
might be - is there are way to overcome 
this? 
( i) Learning from doing - a focus on the 
intrinsic quality of individualised 
learning. 
(ii) Sharing in learning - a focus on the 
organisation of a learning experience. 
(iii) OWnership of learning - a focus on the 
claimant. 
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(iv) Self-empowerment a focus on the 
degree of autonomy of the claimant. 
These are not intended as substitutes for 
your headings, (heaven forbid!) but my short 
hand description of how your explanations 
come over to me. I would expect each focus 
to be very different if you are saying that 
there are 4 key components. I found much 
overlap. Could they be made more distinct? 
Examine your use of the word planning too -
it cropped up without the kind of 
explanation I felt was needed." 
"You have carefully avoided reference to 
Mosston, which must be Len's influence! But 
there are very obvious similarities in the 
descriptions of some of his styles and your 
strategies, eg reciprocal, self-check, 
inclusion, divergent etc. In the anatomies 
of those styles for the teacher and 
Moss ton's descriptions of the objectives for 
the learner, I felt there were some helpful 
distinctions for you." 
"I regret having to cut this short - frankly 
I am in a big hurry to get on to the next 
thing - but perhaps we can meet and discuss 
this in more detail. It is interesting and 
important work. Best wishes." 
L9 L9 did not complete an evaluation sheet~ she 
returned the package with her comments indicated 
at the appropriate place. 
summarised as follows: 
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Her comments are 
"Learning from doing" 
was felt to be 
"too wide a term". 
The emphasis on planning before "doing" was felt 
to be more appropriate in another component of 
the model. She commented that the teacher can be 
an enabler in two stages, 
( i) after the basic task has been set by 
the teacher 
OR 
(ii) after pupils decide upon their own 
task. 
Reflection should be two-fold: 
(a) reflecting on one's own experience 
(b) evaluating one's own performance. 
L9 liked all the strategies for 'learning from 
doing' (indicated by a tick) apart from one, 
'Using mental imagery, fantasy, the inner game' 
which she liked least and commented, 
"dubiousn. 
Of the 'sharing' component, the observation was 
that she liked the emphasis in peer work and 
taking responsibility, but was muddled about 
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negotiation with the teacher, whether it should 
be in this section or in 'ownership?' Also, it 
was not clear with whom the negotiation and 
consultation should take place. 
The strategies for 'sharing' were mostly 
approved, with the reservation, indicated by 
question marks about 'Increasing Awareness and 
Responsibility for others.' 
The third component of 'ownership' appeared to be 
mostly accepted; the only comment indicating that 
the order of planning, carrying out and checking 
up on targets should be reversed to make more 
logical reading. 
L9 re-numbered the strategies to: 
(i) 
(ii) 
(iii) 
allow students choice within activities 
make negotiations 
setting and achieving one's own goals 
of targets 
(iv) plan/organise/administerspecialevent, 
(though she queries whether this is any 
different from 'working for others on 
the sharing section'. 
The other strategies appear to meet with approval 
as they are ticked and otherwise unmarked. 
In terms of 'empowerment', L9 felt that there 
was: 
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"little new - mostly covered in the other 
three." 
For her, 'self-empowerment' was the outcome of 
the other three components and did not stand in 
its own right. In terms of strategies, she 
stated that it was difficult to see how they were 
different from the others and clearly felt that 
if the other three aspects of the model were 
developed, self-empowerment would be enhanced, in 
other words, it should be a 'product' of the 
model and not an end in itself. 
6.5 Case Studies CTl ~ CT14 The Coventry Teacher~ Groups 
A sample of fourteen from Coventry LEA. 12 responded 
on the evaluation sheets, 2 replied in a different 
format (see *)• I wrote nothing until Section 5 where 
he/she wrote "very impressive". 
~ l9l Do you understand the terms identified in the 
model and how they are used? If not, please identify 
where the problem lies. 
Yes. 9 replied positively, stating yes. 4 added 
nothing. 
Problems which were identified 6 responses 
CT6 "On the first time of reading, I am afraid it 
left me 'ga-ga'. On the second time it started 
to stick. Unfortunately I rarely read things 
twice. Time you know, a hectic workload and all 
that, so I think it needs to be more 'user-
friendly' • " 
220 
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CT7 "I feel that possibly new teachers may be put off 
by the manner of writing - the jargon which an 
experienced teacher may be familiar with. It may 
be off-putting and thus disguise all the very 
worthy content. Those staff who are not pro-
progress may also look at it with anxiety. Could 
the language not be made more 'normal' so that it 
would be comprehensible to head teachers, 
governors, parents etc?" 
CTB "I understand most of these ideas, they were not 
all new to me. Departmental meetings, in-service 
training and PEA literature has provided an 
insight into these ideas." 
CT9 "Is this model intending for use with the 14 to 
18 age group only? If not, what percentage of 
your programme can realistically be approached in 
this way? For example how often in a unit would 
you use 'games making'?" 
CT10 "I 'm not sure about ownership of learning and 
self-empowerment. I wonder how to implement so 
that all involved pupils achieve in all aspects -
some of self-empowerment could be directed to 
more able which is necessary but could we make it 
work for the less able/less confident child?" 
CT12 "The difference between 'ownership of learning' 
and 'self-empowerment' is not very clear. The 
language used is quite difficult to understand 
and quite off-putting on first reading 
especially if you have never been involved in 
anything to do with student-centred learning." 
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~ LQ1 What do you think the model is attempting !Q 
do? 
11 responses. 
CTl "Rationalise existing good practice which is 
perhaps hitherto happening in pockets across the 
country in a coherent format." 
CT2 "To encourage teachers to reflect much more 
consciously about the ways in which, and through 
which, pupils learn. To offer a framework which 
may enable teachers to do this and act upon such 
reflections. Also to enable pupils to 
participate as fully as possible in such 
reflection, so that they are involved in the 
learning process rather than merely being a 
recipient of teaching techniques." 
CT3 "The model attempts to provide a mechanism to 
enable understanding of the components, how they 
are related to each other and to the overall 
learning process; and also a possible mechanism 
to provide a starting point for implementation or 
planning." 
CT4 "Win minds by involvement and consensus." 
CT6 "Break down a didactic approach. Create a 2 way 
learning process via teacher/pupil. Involve 
pupil/learner in the subject for its own sake. 
Create a target for all pupils to aim at. NB -
all sound educational targets!!" 
CT7 "To bring to the level of conscious awareness, 
the student-centred method of teaching PE and to 
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offer strategies for putting this into operation 
and improving standards of teaching my this 
method. It also offers alternatives in order 
that whatever tea~hing style staff use, they are 
supported by material/ideas." 
CTB "Challenge the teaching style of each individual 
to involve pupils in their learning. (This is 
not only in PE, but through the whole school 
experience)." 
CT9 "To identify key areas for consideration for 
teacher to assist in planning pupil/self-centred 
learning to take place - provide a framework for 
teacher preparation." 
CTlO "Attempting to help pupils achieve, not fail. 
Help pupils to think rather than just perform. 
Provide skills which are useful post-school which 
help self-esteem, therefore helping personal and 
social development for instance, 
responsibility, helping others, organising and 
achieving." 
CTll "Move away from direct or didactic teaching 
approach towards student-centred learning." 
CT12 "Develop a framework for student-centred learning 
in PE. Is everyone aware of what student-centred 
learning is?" 
1. Do you feel this provides sufficient guidelines for 
identifying appropriate teaching strategies? If not, 
please outline why not. 
3 responses of yes, nothing added. 8 comments as 
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follows:-
CT2 "There is 
strategies 
obviously 
but this 
overlapping 
will be 
within the 
inevitable. 
Strategies are clearly categorised and I feel 
appropriate." 
CT3 "The guidelines in themselves are of a basic 
nature, eg greater autonomy for students in 
organising their learning. These are simple 
concepts. However, PE must meet many needs and 
there are pressures from many sources for due 
attention to be given to a range of aims and 
objectives. If the model could be following in 
a vacuum, I am sure it would prove practical. 
However, in the day to day school environment, it 
may have limitations which would show." 
CT4 "The strategies are appropriate but not 
representative of the total available. Didactic 
teaching 1 learning by copying etc, also have 
their place." 
CT6 "Teaching strategies will vary from activity to 
activity won't they? Therefore such strategies 
need to be 'actively specific' for the most part. 
Guidelines, whilst helpful are perhaps ill-
refined as yet." 
CT7 "Yes. I think the 'breakdown' of strategies and 
suggestions offer a lot of material but are also 
a spur to creating one's own. Quite 
inspirational!" 
CT8 " In practice some ideas are ( i ) quite time 
consuming the lesson, (ii) easier with a smaller 
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group of students." 
CT9 "More extensive guidelines are necessary to be 
really constructive - eg I would like to have 
access to a sample pack of work cards - do they 
exist or does teacher spend hours preparing 
them?" 
CT12 "No. They are not all fully understood. Needs 
to be simplified and more relevant to teaching 
situation in various activities, (hopefully this 
is to happen in the future). These guidelines 
are more relevant for idealistic situations." 
~ Do you foresee any problems occurring in 
implementing teaching strategies based Qn this model? 
If so, m you list them in order of priority. 
11 responses. 
CTl (i) "Staff insecurity. 
(ii) Lack of planning time. 
(iii) Changing attitudes from teaching 
sport/activity to teaching pupils." 
CT2 (i) "The first is that teachers will say "where 
do we find the time?" (Often this will be an 
excuse rather than a real problem.) 
(ii) Teachers may say they are already doing much 
of this! (However there is often not the real 
reflection and follow-up organisation which is 
really required to carry out the strategies). 
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( iii) Teachers will have to spend more non-
teaching time in planning and evaluation." 
CT4 (i) "Time. 
(ii) Time. 
(iii) Time. Our curricula are so broad that 
particular areas are now 'squeezed' for time. 
These strategies require more time, not less, if 
we aim for some form of competence and 
knowledge. " 
CT6 (i) "Convincing staff - indeed myself, it is the 
right way forward. Didactic direction has its 
part to play too. 
(ii) Finding time to discuss the matter. 
(iii) Prioritising this matter as one for urgent 
consideration above others. 
CT7 ( i) Producing support/information/lesson 
guidelines. Individually no. As a department it 
needs all staff to be committed to this method of 
teaching and to acknowledge the fact that the 
value of the strategies and pupils' involvement 
is worth sacrificing a certain amount of skill 
acquisition. This may be hard to sell to 
stalwart, particularly male members of staff I 
feel! 
(ii) Preparation time for resources may be hard 
now that the Baker proposal has been put into 
practice. Staff may not be willing to give time 
over and above lesson preparation although it 
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would be seen to be part of it. 
(iii) One problem - in order to arrive at a 
situation where our pupils can choose positively 
and make informed self-directed decisions about 
an active lifestyle, a process is needed. That 
process, I believe, requires us to make choices 
on behalf of our pupils, so that later they will 
be able to exercise real choice. This process is 
a progression, an evolution involving gradually 
less and less teacher direction, until there is 
none. This model requires this power all at 
once, from the word go, and (I presume) at the 
younger age levels. This, I feel, is not 
realistic." 
CTB (i) "Group size needs sensible limits. 
(ii) Ideally need the same ideas implemented by 
all members in a given faculty/department. 
( iii) Staff will need in-service 
training/updating/liaison with others to support 
this work. 
CT9 Which is more important - individual opinion or 
consensus of opinion? Is a certain amount of 
written recording necessary and a great deal of 
discussion time? Not all staff have the 
qualities necessary to implement strategies - it 
is a break from tradition. This way of teaching 
is harder." 
CTlO (i) "Time. 
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(ii) Co-operation from pupils - especially those 
used to being 'taught'. 
(iii) Co-operation from traditionalists in a 
department who may see •activity' as most 
important." 
CTll (i) "Too much emphasis will be placed on this 
method of teaching and the pendulum will swing 
from one extreme to the other. Needs to be 
balance of the 2 methods of teacher-centred and 
student-centred learning. 
(ii) Not enough teaching time to prepare 
worksheets etc and to cover materials set for 
that block of work. 
(iii) Takes up too much time to monitor progress 
as in personal profiles and to discuss and 
involve the student in decision-making. 
(iv) I would be uncertain as to what exactly my 
role would be - is it to teach skills in PE or to 
settle arguments!" 
CT12 (i) In-service training is needed plus resources 
(when?). 
(ii) Class control whilst dealing with 
individuals. 
(iii) Dealing with disruptive pupils in this 
situation." 
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.! Do you feel there is .!!. need for in-service training 
to implement to ~ if strategies ~ outlined? If 
~ please outline that ~ and nature of the in-
service you would like to ~ 
12 responses. 
CTl "Quite definitely. Long term, teaching alongside 
colleagues." 
CT2 "An effective starting point would be serious 
discussion of this document within PE 
departments. This discussions should include 
examples of where some of the strategies would be 
most appropriate within specific PE 
Familiarity with such strategies 
individuals gain greater confidence 
programmes. 
would help 
in order to 
'experiment' with a particular group/class for 
one term. A demonstration lesson - taken by 
'someone in the know' would be useful, I believe, 
especially if the lesson could take place in the 
teachers' own schools using own pupils and 
facilities." 
CT3 "Discussions, exchange of information and cross-
fertilization of ideas between PE departments as 
well as listening to sources outside PE is the 
first step I would want to see." 
CT4 "Yes. In school - specialists in 
visit departments for half days. 
growing belief that attending 
the area to 
It is my 
courses as 
individuals does departments minimal good." 
CTS "Definitely. Without this, notably in school 
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time there is no way forward. 
Embittered/overworked teachers will simply not 
take on 'new ideas' in their own free time. They 
will do what they feel is right. Therefore if it 
deems it so important, there is a need for the 
authority to put 'inset' time into this area. In 
Baker's education service, I can see being 'nowt 
for nowt'." 
CT6 "Is the 'fun and enjoyment' part of physical 
education implicit in these strategies, as it is 
not mentioned? The involvement of pupils in 
their own learning and strategies to achieve this 
does make for more fun and enjoyment for children 
but for some staff would this need to be stated?" 
CT7 "I would enjoy seeing specialists in their own 
area using this kind of approach, especially as 
I am coming back 'new' to the system. In-service 
education for primary schools should be a 
priority with adjusted appropriate material." 
CT8 "Surely some of this in-service work should be 
cross-curricular? Other than pastoral staff, 
there is not always a lot of scope to be involved 
in issues that are not subject-based. Examples 
of good practice can give a definite model to 
copy/use. Pilot studies/reports maybe with one 
year group initially could produce meaningful 
assessment and valuation." 
CT9 "Yes. To attend sessions in a variety of 
activities taken by 'experts' in the field. 
Discussion groups to share experiences and 
problem areas. Departments need time to change 
their curriculum thinking and to re-write their 
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policies - this is rarely given during teaching 
time and it is impossible to get outside school 
hours due to commitment and extra curricular 
activities." 
CTl 0 "Yes. How to put into practice - ideas on how to 
compile self-profiling etc. How to help less 
confident/able pupils take responsibility. How 
much time does one concentrate on this and how 
much do we give to 'knowledge qiving'? 
CTll "Definitely - PE teachers will need to completely 
re-think their own strategies and methods and to 
look into the practical implications of applying 
them realistically to a PE programme in a school. 
Organisational aspects of student centred 
learning would be a help. How to structure such 
a lesson, what to look for in each lesson, how to 
evaluate its success and progress." 
CT12 "Yes - for all core-curriculum activities (using 
teachers' specialisms in certain activities). 
Practical in-service (not all theory work) with 
some resources being produced. Timing of in-
service is important. (PE supply cover must be 
available) • " 
~ Any other comments 
6 responses. 
CT3 "I do not believe there should be moves to 
implement this type of model in schools yet. I 
think this needs much fuller discussion in 
departments and involvement in city wide 
discussion before we proceed." 
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CTS "Very impressive!" 
CTlO "More able/confident pupils may dominate 
situations. Pupils believe they are learning 
more if the teacher is 'giving knowledge' - how 
could we overcome this? Does it take a great 
deal of time to implement? Need to have ways to 
assess the working of the teaching strategies -
more time? Pupils may have less 'physical time' 
- can we justify this, if fitness is one of our 
aims?" 
CT12 "In theory the strategies are good, but it does 
mean that we are no longer to use a didactic 
approach? If so, a great deal of preparation and 
re-education would be needed. Some pupils may 
respond to an initial didactic approach. What 
about bringing out excellence in a practical way? 
What do kids see as being successful? (eg 
scoring a goal or planning a game?)." 
In addition to the responses above, one Head of 
Department (CT14) returned the 'package' with comments 
indicated on the various sheets as appropriate. 
His/her comments are summarised as follows:-
CT14 (A) Learning from doing essentially means:-
(1) self analysis 
(2) planning for progress 
( 3) reflection. 
( 4) reflection by means of paperwork is 
very time consuming and may prove a major 
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restraint; perhaps PE should explore visual 
reflection more? 
(6) Initial teacher preparation time will 
be considerable; once the approach is 
familiar and established, this will be 
lessened. 
(B) Sharing in learning may be prohibited by:-
(1) lack of knowledge or ability for 
analysis 
( 2) lack of confidence in assisting others; 
this would need practice and frequent 
opportunity from year one. 
(3) example of task cards or contracts are 
necessary to help teachers prepare. 
(C) 'Ownership of learning':-
( 1) Choice can provide an opportunity to 
opt out. 
(2) A greater amount of consultation time 
would be needed. 
( 3) Teacher always comes out on top 
children recognise this and lose faith. 
(D) Self-empowerment - would children construct 
their own programmes by consensus or as 
individuals? (This may present logistical 
problems). 
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( 1) If the teacher provides the 'stepped 
challenges' - this is again teacher 
directed; does this highlight failure? 
( 2) Pupils must have a basis for making 
choices. 
( 3) The idea of athletics challenges is 
very interesting to us - something we 
would wish to explore further. 
Another Head of Department (CT13) wrote a brief 
letter summarised as follows:-
(i) Pupils of a young age need instruction 
to be able to make decisions later. The 
skill of listening is a difficult one to 
grasp. There is a need for a balance using 
varied teaching styles. 
(ii) The teacher must be the 'giver of 
knowledge' initially, in order to become an 
'enabler' or 'facilitator' at a later stage. 
(iii) Time is the major constraint, to 
consult with individual pupils. 
(iv) More discussion would be welcomed in 
putting this into practice. There is a need 
to share ideas further. 
6.6 Case Studies ET1 ~ ET17 The Essex Teachers Group 
.Ql What do you like about the model/strategies? 
17 responses 
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ETl "It all sounded very interesting, but there was 
too much information to take in and comprehend." 
ET2 "Idea of pupil-centred teaching/lessons allows 
for a great deal of scope for the child, ie 
decision making, co-operation, leadership. 
Different approaches allow for different needs." 
ET3 "It helps to have them clearly written down for 
reference." 
ET4 "Pupils gain more from a lesson rather than just 
learning a skill. Provides a chance to teach 
subjects in a variety of ways." 
ETS "They can be used in many areas of the PE lesson. 
They enable children to take part in the learning 
process, ie think for themselves. Help the 
teacher get away from the traditional aims of PE, 
ie skill development." 
ET6 "More relevant to the future development of 
children. More variety and interest in the way 
you teach." 
ET7 "They match current trends in 
school development projects, 
Social Education, GCSE etc." 
other areas of 
eg Personal and 
ETB "Would like to know much more about them before 
attempting to make any evaluations. However, any 
new and worthwhile initiative is always worth 
pursuing if it is effective." 
ET9 "It makes you think in a different way and it 
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provides an opportunity for presenting the same 
tasks, eg forward roll in a variety of ways • You 
think more about the learners than the task." 
ETlO "New ideas. Food for thought." 
ETll "They are logical. They look at the 'how' of 
teaching, rather than the 'what' • They are 
putting into simplistic terms the wider aims of 
the subject." 
ET12 "Ample for 
understanding 
children to 
wider variety 
learn through 
of lifeskills. 
Appreciate and work/co-operate with others." 
ET13 "The model has the potential to make physical 
education more relevant to participants 
regardless of their ability and interest in the 
subject. It gives good students the opportunity 
to go into the subject in greater depth/breadth." 
ET14 "Appear to cover all the needs of a pupil as an 
individual in a wide variety of learning 
situations. Gives the teacher a variety of 
strategies to put to use to help match the 
teaching style to the individual needs." 
ET15 "I like the idea that more children can be 
involved in the teaching process. I believe that 
by experiencing the teacher position, pupils 
retain more information about the activity they 
are involved in. Builds pupil confidence in 
doing and teaching." 
ET16 "It gives the pupils more responsibility for 
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their own development and achievements. Enables 
the teacher to concentrate more fully on the 
individual rather than the class, facilitating a 
better inter-personal relationship and 
understanding. Has made me look at my own 
teaching and attitude to pupils and their 
learning." 
From Adviser: 
ET17 "The emphasis is on strategies/processes not 
content - about time we starting looking at how 
children are learning." 
~ What do you dislike about the model/strategies? 
15 responses 
ETl "We need more time to form an opinion." 
ET2 "Would find it difficult at this stage of 
adapting to appropriate strategies." 
ET6 "If tasks are too open-ended, discipline and 
quality go out of the window. Leaning too much 
away from direct competition which I think is bad 
(re£ Panorama Programme, see note at end). As a 
result of these new approaches there is a 
distinct lack of school tournaments and 
competitions!!" 
ET4 "Time involved in preparation of lessons/lesson 
material. Sometimes aim of lesson is lost." 
ETS "They cannot be applied to situations where 
safety aspects are a must, ie trampolining, 
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javelin throwing. Can only be applied to select 
groups. Discipline and noise level could be a 
problem." 
ET7 "On face value I have no dislikes, but would like 
more time to absorb and disseminate the material 
that was presented." 
ETlO "More information and time to assimilate the 
ideas was needed. " 
ETll "Could they be taken as the only way, a new 
physical education 'bible'?" 
ET12 "Difficult to organise if facilities are poor." 
ET13 "Unless properly implemented and supervised, it 
may give some pupils an enhanced opportunity to 
opt out. Cannot be used by non-trained teachers, 
ie the use of supply cover may impede its use." 
ET14 "Self-empowerment can lead to some pupils feeling 
inadequate if not dealt with very carefully. 
Must be led into the situation gently - OK for 
very confident pupils, difficult for those less 
confident to accept the responsibility of certain 
situations: 
ET15 (i) AB usual - more work for the teacher 
regarding work cards to be made up. 
(ii) If pupils become teachers and teachers 
take up a self-supportive role I could 
see discipline problems occurring with 
some groups. Is this a good thing? 
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----------------------------~---------------
(Hi) What happens when pupils teach each 
other and one pupil wants to while her 
partner does not?" 
ET16 "The difficulty (rather than dislike) when 
encouraging pupil participation in planning etc 
is because the pupils are assumed, in this model, 
to respond positively and responsibly which 
unfortunately is not always the case - possible 
lack of pupil/teacher co-operation. Adopting 
this approach alongside the many other 
initiatives occurring at the moment - a greater 
claim on time, energy and resources." 
ET17 "Personally nothing - as far as teachers are 
concerned, I would think that it is too process-
orientated." 
* (ref to Panorama programme during February 1987. 
A focus of one of the programmes was a criticism 
of 'new-wave' physical education and its damaging 
effect upon competitive sport). 
l. Do you foresee any problems occurring in 
implementing teaching strategies based gn this model? 
If so, gm you list them in order of priority. 
17 responses : 
ETl (i) "Quality of work produced. 
(ii) Anxiety of both teachers and pupils to 
the strategies." 
ET2 (i) "Depends on overall circumstances, ie 
school environment. 
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( ii) Preparation time. " 
ET3 "Possibly. 
(i) Understanding. 
(ii) Interpretation. 
(iii) Evaluation." 
ET4 (i) "Lack if suitable facilities/equipment. 
(ii) Attitudes of older pupils to new 
approaches." 
ETS (i) 
(ii) 
(iii) 
"Discipline. 
Safety. 
Objectives not clear and difficult to 
assess. 
(iv) Preparation and time allocation. 
(v) Head of Department and ethos of the 
school." 
ET6 ( i) "Facilities. 
(ii) Ability of kids. 
(iii) 
ET7 (i) 
Own experiences and strengths of 
teacher." 
"Teacher anxiety - change of style, 
loss of control, lowering of standards 
in performance, less time spent on 
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(H) 
activity. 
"Pupil confusion 
boundaries, contrast 
(some schools)." 
less 
in teacher 
clear 
styles 
ET8 "It can be difficult to make the transition from 
theory to practice." 
ET9 ( i) "Preparation time especially in 
relation to task cards. 
(ii) Attempting too much at once, ie the 
structure will have to be carefully 
planned." 
ETlO (i) 
(H) 
ETll (i) 
"Time to organise and arrange. 
Introducing children to new ideas and 
teaching techniques so they become more 
inter-dependent." 
"The problem of inertia amongst the 
traditional teaching staff. 
(ii) The problem of criticism regarding the 
amount of activity contained in a 
lesson." 
ET12 (i) "Established teachers changing the ways 
of a life time. 
(ii) Teacher commitment and organisation 
time." 
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ET13 (i) "The age old problem of teachers being 
set in their ways - not accepting 
change being worried about new 
approaches! 
ET14 
(ii) That it may be seen by some as an 
opportunity to pass over responsibly to 
pupils for the sake of an easy time!" 
( i) "Difficult to implement without 
previous knowledge of pupils and their 
particular needs and match the 
appropriate styles to them. 
(ii) Responsibility giving must be 
carefully done and needs a lot of fore-
thought as to how different pupils will 
cope." 
ET15 (i) "Selling model ideas to department 
members to receive their backing. 
(ii) 
(iii) 
Encouraging pupils to be confident to 
teach other pupils. 
Discipline of those who do not co-
operate. 
(iv) Will children expect standards as 
teachers have previously done -or will 
they become actively involved and 
expect a good standard of work from 
their partner?" 
ET16 (i) "Backing from authorities regarding 
safety and insurance. 
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(ii) Need for time for planning whilst 
operating an existing timetable and 
losing free time to cover etc. 
(Hi) Difficulty in knowing where to start! 
(iv) Perhaps too much information too soon -
overloading. 
(v) Difficulty in staffing with such a wide 
variety of areas on offer. 
From Adviser: 
ET17 "No. Some young teachers have very little 
knowledge of this approach, for there is some 
need to effect college/university higher 
education." 
..! Do you feel there is a need for in-service training 
to implement the ~ of strategies .2..§. outlined? If 
so, please outline the ~ and nature of the in-
service you would like to ~ 
17 responses 
ET! "Most definitely. Slower, clearer way of putting 
across how the strategies work." 
ET2 "Yes. Overall information and explanation is 
needed. Actually seeing different types of 
teaching in a realistic classroom/gym situation." 
ET3 "Yes. There should be in-service training. 
Teachers should be aware of the strategies that 
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could be used. Courses, similar to ours in every 
county should be organised." 
ET4 "Yes. Discussion groups swopping ideas, problems 
etc." 
ETS "Yes. There is a need for in-service training. 
Analysis of the various strategies and 
progression within certain spheres (not just 
selected areas)." 
ET6 "Yes - in-service training particularly for the 
new approach to games and educational 
gymnastics." 
ET7 "A combination of in-school, out of school 
courses where a department as a whole would 
consider and look at the model with reference to 
their own setting. Participating schools would 
engage in a small pilot project that would form 
an element of the course." 
ETB "There is a definite need for some form of 
training because: 
(i) convincing established teachers that 
'new can be better' is often a real 
problem 
(ii) new initiatives always need explanation 
and practice if they are going to be 
fully effective." 
ET9 "I have benefitted greatly from this in-service 
training with a balanced emphasis on theory and 
practice. Videos were an excellent idea as it 
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helped you in relation to your own teaching as 
well as providing you with new ideas from the 
group situation. I feel duplicated sheets would 
have been helpful, both on the course and as 
something to refer to after the course." 
ETlO "Yes - type of course as at present (ie Course No 
89, Essex, Teaching Strategies for Effective PE) 
or something similar. Duplicated sheets to the 
talk/lecture would have been helpful for 
reference later." 
ETll "Yes. Practically based work, with accompanying 
theory work, the opportunity to take the 
strategies into schools to try them out and then 
return later to give feedback." 
ET12 "County based courses highlighting particular 
strategies within selected schools. Using wide 
spectrum of school facilities not just schools 
with good facilities." 
ET13 "Yes. A 
opportunity 
aspects of 
'sandwich-type' course, with the 
to go back into schools to try out 
the programme/model, cascade to 
colleagues and return for discussion etc." 
ET14 "Yes. There is a need. Ideas and information 
for implementing the strategies, how it should be 
structured and organised effectively." 
ET15 "I feel many heads of departments should be 
attending courses such as the Essex one, because 
they are in a position to implement such a model. 
I find there are many heads of departments who 
have been in their jobs 15 years and have not 
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changed, innovated or even thought about it. 
Surely these are the people who need to be 
educated in this area." 
ET16 "Yes. A more detailed course with 'model 
courses' shown actually being implemented. A 
chance to plan the changes in thought and in 
operation under the help and guidance of someone 
who has experience in working these strategies. 
I also think that head teachers should be made 
more fully aware of the initiatives taking place 
to give staff more support for courses etc." 
From adviser: 
ET17 "Yes. Day courses with pupils. Homework back in 
school, sandwich style. More opportunities for 
secondment/research. Time away from the 
institution. Management courses to help other 
teachers eg 'cascading'. 
6 • 7 Case Studies NTl - WT6 The Wiltshire Teachers Group 
01 Nhat would your group like to add. or delete from 
the ideas presented on student-centred learning. 
within the context of your project? 
WTl "A change to look at the content of health 
education and then go on to the teaching 
strategies. Look at the skills being used in all 
lessons across the curriculum. 
This is one style but it is not the only one 
worth using." 
WT2 "With regard to reflection and renew, more is 
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needed with pupils. Encouragement to plan more 
out of school opportunities for themselves. The 
inclusion of more lifeskills." 
WT3 "Pass!" 
WT4 "Add to pupil profiling. Pupils, record 
achievement. Competition against oneself to gain 
improvement needs more emphasis." 
WTS "What a sentence! Nothing to add! But a very 
comprehensive strategy but perhaps there is too 
much to aim for. Fewer objectives might prove 
useful." 
WT6 "It assumes adequate base skills as a pre-
requisite." 
1. What are the implications for the role of the 
teacher in student-centred learning? 
WTl "Establishing the objectives of the work - final 
outcome and overall direction. The skills to 
know when to use open and closed learning -
freedom or direction. Having knowledge of what 
is happening in other lessons, what skills are 
being learning there. The teacher needs to be 
aware of the difference in roles, the change from 
didactic teaching to facilitator." 
WT2 "Letting go - being a problem setter rather than 
a solver. As a resource rather than a director 
of operations. More flexibility required in all 
ways including advanced planning." 
WT3 "Generally more organisation and planning - in 
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particular at the beginning. The teacher has to 
be prepared to change teaching style, be more 
flexible and sensitive to the needs of the group. 
Resources need to be well organised. Needs to 
know when to stand back. Outcomes are less 
certain. Possibly greater safety risks. Needs 
constant review of what you are doing and where 
you are going. " 
WT4 "Problems of organisation. Teacher helps 
individuals to solve problems rather than 
directing the whole group. Control by teacher 
different feels threatened. Problem of 
evaluation of achievement." 
WTS "Objectives must be clear. Work needs to be well 
structured but flexible. Time must be allowed 
for good organisation and planning. Ability to 
be open minded. To be able to accept success and 
failure. To enable pupils to appreciate that 
failure is a learning process." 
WT6 "Maintain physical demand. The teacher must 
accept loss of control to the child. The teacher 
must be confident, know the group and have good 
management skills. 
Be selective in how far you go towards student-
centred learning with any particular group. Be 
clearer in objectives and their relevance to the 
groups. The teacher will need more time to 
assist and encourage less able or motivated 
groups." 
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Statement 3: "Personal and social development will be 
enhanced ~ student centred learning." Discuss and 
comment please. 
WTl "Yes, we are all convinced of this. In the 
context of our project, this focus is crucial. 
We are not sure that physical education teachers 
generally will rate this high on their list of 
priorities though.!" 
WT2 "Encourages attitude/behaviour change. Gives 
greater focus to personal responsibility and 
responsibility towards others empathy. 
Informed decisions are more lasting. School may 
be the only place where this takes place." 
WT3 "Pupils learn from each other. Co-operation is 
enhanced. An element of student-centred learning 
is important to personal and social development. 
Group work fosters tolerance and understanding -
but care must be taken to ensure that all pupils 
enhance self-esteem, if insensitivity handled, 
some pupils could be in danger of having self-
esteem lowered." 
WT4 "You can only develop personally and socially by 
being involved in your own learning, it is not 
something which is done to you." 
WTS "All levels of ability will achieve and grow, if 
there is emphasis on being involved, helping 
others, improving by competing against yourself. " 
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.Q! What does your group feel could be the advantages 
and disadvantages of student-centred learning? 
WTl "The issue is the extent of the framework - how 
much openness, selection of task, how much 
teaching?" 
WT2 "Advantages - participation, uses students' own 
real experiences, easier to work with mixed 
abilities, everyone can work at their own rate, 
teaching is made easier. 
WT3 
WT4 
Disadvantages needs more planning and 
organisation. Ones own experience would be self-
limiting." 
"Advantages 
understanding 
can lead to 
expertise. 
learning is more sound, 
better and retention better. It 
wanting to use the teacher's 
Disadvantages - it can take too long to achieve 
skills and content. Is it expensive?" 
"Advantages 
responsible 
greater motivation by being 
for ones own choices. It caters for 
all levels of ability. 
Disadvantages - the change and adjustment of 
teaching methods and pupil expectations." 
WTS "Good pupil motivation if good teaching would be 
an advantage but there must be a firm foundation 
of trust in the teacher before individual 
learning can begin. 
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Disadvantages - there will be poor motivation and 
'switch-off' if teaching is poorly organised. It 
is time-consuming, preparation time will be 
increased, recording too takes time. Pupils may 
have a fear of failure which is difficult to 
overcome ... 
WT6 "Advantages - the programme would be tailored and 
relevant to each child, first meeting individual 
needs more appropriately. 
Disadvantages - would you achieve the same high 
level of performance from those with the natural 
skills? 
Could it become an easy option, is it less 
demanding and could lead to 'opting out'? How 
accurate could a child's activity diary/self-
reporting be? 
There are constraints on teachers' time, possible 
restrictions due to facilities and possibly a 
restriction of an actual activity time." 
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Chapter 2L Analysis of Responses 
7.1 Introduction 
In this chapter the responses from the six groups 
consulted: 
(i) Head teachers (HTl and HT2) 
(ii) Advisers (A3, A4, AS and A6) 
(iii) Lecturers (L7 and LB) 
(iv) Coventry Teachers (CTl - CT14) 
(v) Essex Teachers (ETl - ET17) 
(vi) Wiltshire Teachers (WTl - WT6) 
will be discussed and analysed. 
7.2 Responses from Headteachers 
Hl answered more briefly that H2. She appeared quite 
clear about what the model was attempting to do. She 
identified teachers' lack of confidence and the very 
real need for in-service training, preferably on a 
TRIST basis (TVEI related in-service training). This 
was very much in keeping with the Coventry approach 
towards in-service at that time, using teacher 
advisers to work alongside teachers in schools. 
Generally Hl presented no real objections to the model 
or strategies which was encouraging to the researcher. 
H2 appeared more familiar with the approach. It is no 
coincidence that at that time he was the Head of one 
of the Coventry Schools in the Active Lifestyles 
Project, attempting to link young people with activity 
and an active lifestyle on making the transition from 
school to community. 
His comments made several interesting points which 
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need more consideration. There was clearly a need to 
clarify what the relation of the four sheets giving 
meaning to the four components of the model was. 
Again he emphasised the good practice currently being 
developed in Coventry through OCEA and TRIST. It 
would be important to link the model and its focus to 
something which was already developing, so that 
teachers felt that they were already working and 
achieving in this area. In this way one could build 
upon a foundation which was already being established 
through much good work within schools. Again he 
valued the inclusion of strategies, believing teachers 
needed that type of detailed help. His comment that 
the approach must also apply to the way staff worked 
together as well as the way they worked with pupils 
was particularly encouraging and appeared to reflect 
a commitment to the philosophy. The researcher felt 
that there would be no objection in either of the 
schools to such developments within the physical 
education department, although it was possible that H2 
was perhaps more familiar with and possibly more 
committed to the ideas of the model and strategies. 
H2 identified staff insecurity, the need to adjust 
lesson management, the conflict between content and 
process and the importance of introducing change 
slowly. This was particularly important, as to be 
realistic, teachers would need to phase in this 
approach, moving slowly forward at a pace he or she 
felt comfortable with. 
He also wrote of the need for a department to work as 
a team and of the potential insecurity of attempting 
to innovate alone. This had not particularly 
impressed upon the researcher 
clearly it would be important. 
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up to this point, but 
Similarly, this style 
would work more successfully in a school within which 
the approach to teaching and learning was in keeping 
with this philosophy. 
H2 concluded with a somewhat depressing statement, 
"You have to convince PE teachers!" 
implying that despite his own belief in the 
philosophy, PE teachers were not yet either working in 
this way or convinced of its value. 
7.3 Responses from Advisers 
It was clear from the responses received that the 
language used may still be problematic. A3 and A6 did 
not particularly like the terminology used, indicating 
that some teachers may find it off-putting. 'Self~ 
empowerment' clearly presented some ambiguity and 
according to A6, was not perhaps an element in its own 
right but a feature of the other three, which upon 
reflection, was possibly true. 'Learning from doing• 
was also too vague for A3 who did not understand it. 
There was clarity about what the model was attempting 
to do in general, despite these comments. 
Generally the strategies section was well-received. 
It was clearly felt important to offer teachers some 
practical guidelines as a means to getting started. 
A4 felt the help offered needed to be more structured 
and introduced more gradually, rather than expecting 
teachers to •totally re-structure their approach to 
utilise all the areas•, which was consistent with the 
comment from H2 and emphasised the need for gradual 
change. 
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Again, practical help was requeste~giving examples 
of lessons, observation of colleagues working in this 
way, sharing ideas and expertise with those practised 
in this approach, working with teachers in their own 
schools. The difficulties or barriers to overcome 
were as expected - convincing traditional staff of the 
need to adapt or adjust their approach, helping 
teachers to start, the necessity for training 
institutions to work in this way with trainee teachers 
and the need to help pupils come to terms with their 
new role. A6 queried the nature of the new role 
implicated for the teacher, if students assumed 
greater control. Similarly, he referred too, to the 
changed role for the student; the need for 
encouragement to assume responsibility and respond 
positively. This would be important - as teachers may 
be discouraged by pupils' initial responses as they 
came to terms with a new style of working. A6 felt 
that pupils should be involved to a greater extent, 
that the suggested strategies still placed the teacher 
'in the driving seat'. He requested clarification of 
at what stage a pupil takes an active part in his own 
learning- whether at the planning, delivery or review 
stage? Clearly this was not explicit enough in the 
model outline. He reinforced the researcher's 
viewpoint that some teachers may interpret 'active 
learning' literally - as the acquisition of motor 
skills through activity, thus missing the point, which 
would need further clarification in future meetings 
and discussions with interested teachers. 
In general the responses received were positive and 
encouraging; A4 requesting help herself with the 
process of making the transition from being a 
traditional teacher to developing the skills of 
involving pupils in their own learning. Her plea 
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typified a willingness to be receptive to new ideas 
which was apparent in 
Clearly one might expect 
the advisers' responses. 
professionals in such an 
advisory position to be receptive and responsive to 
new ideas thus their encouraging responses are perhaps 
not surprising. However, the researcher felt a sense 
of renewed purpose that these clearly conveyed 
positive responses to the ideas inherent in the 
framework and strategies were the responses from those 
in a position to advise other professionals in the 
field. This at least was encouraging. 
7.4 Responses from Lecturers 
L7 appeared to have certain reservations about the 
model which were expanded in her responses to 
Questions 3 and 7. Her response to Question 3 implies 
that to work through a student-centred approach, it is 
first important to establish 'discipline' and 
'perseverance' through a more teacher-dominated style. 
One could question whether or not these qualities are 
necessarily fostered or inherent in such an approach, 
or whether the self-discipline which ultimately 
results from handling freedom responsibly is more 
meaningful, particularly to older adolescents of an 
upper secondary age range, rather than an external 
discipline which is used as a means by which to 
control? 
She was wary of exclusivity, acknowledging some merit 
in the framework but convinced of the value of other 
approaches. Her suggestion that PE has done much 
since the 1950s to encourage alternative teachers 
strategies would appear to reject the author's 
contention that evidence suggests that much physical 
education teaching is directed in the formal, didactic 
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style. Her anxiety was that practising teachers have 
knowledge and experience to offer and must not be 
denied the opportunity to use this as appropriate. 
There was an apparent anxiety that experienced 
teachers might be offended by such a denial. However, 
such rejection of a teacher's experience or ideas was 
not implicit in the model; this must have been 
perceived by L7 to be an implied criticism of a 
particular teaching style. 
The comment, 
"you may need to consider • • • • • • • • • • expected 
outcomes of a PE programme, short and long term 
benefits etc." 
is clearly important for any department considering 
change. There is a need to be absolutely clear about 
the department's aspirations, of their desired 
outcomes from their programme in forms of acquisition 
of skills, knowledge, understanding and attitudes. 
Thus careful reflection upon this would be a crucial 
first step for any department contemplating change in 
any respect. 
In the response of L7, one senses an anxiety that 
quality of performance will be lessened by working 
through a student-centred approach. However, despite 
physical education teachers' emphasis on the 
acquisition of skills, it could be argued that the 
profession are currently not producing school leavers 
who are knowle~®le about activities and the value of 
exercise and are committed enough to make this an 
important aspect of their regular lifestyles. 
L8 referred to the usefulness of the strategies page, 
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which was in keeping with other comments received. 
She felt that this was clearer than the other 
explanations. Again there was a comment on the need 
to use the language of the teacher - the implication 
being that the language used was 'jargonised' or 
'stylised' rather than straightforward and clear. 
She referred to Mosston's styles and of the obvious 
similarities in the ideas of the framework and 
strategies. It was clear that the distinction needed 
to be defined between a focus on the teacher and a 
variety of possible teaching styles and an overall 
philosophy of student-centred learning which focuses 
on the needs of the student firstly and builds upon 
his experiences, thoughts and feelings. There are 
many aspects of Mosston's styles which could fit into 
and support a student-centred philosophy but they are 
not the philosophy itself, which encompasses the total 
approach, atmosphere, or ethos, also attitude towards 
the student, M well M the precise teaching style 
used within any lesson. 
L9 was for the most part encouraging and supportive, 
this being indicated by a series of ticks on the 
package which she returned. She paid attention to the 
practice and value of reflecting upon 'doing', 
emphasising that reflection can have two purposes in 
terms of evaluating one's performance as well as 
recognising what has been experienced or achieved. 
She was unconvinced about the use of the inner game, 
which was reasonable; upon reflection possibly it was 
stretching the imagination too far and might be 
unconvincing to teachers too. 
The re-numbering of strategies in the 'ownership 
section' made logical sense and clearly she was 
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supportive of the first three components of the model 
which was encouraging. Her confusion over the term 
'self-empowerment' and conunents about it being a 
product of the other three were familiar, interesting 
and upon reflection, possibly accurate. It was 
feasible that a student-centred approach was a means 
to developing and encouraging self-empowerment yet 
empowerment was not an end in itself, but a quality or 
a state to be achieved through the other aspects of 
the model. Generally her tone was supportive and 
there was much in the model which apparently met with 
her understanding and approval which was encouraging 
to the researcher. 
The over-riding impression from the Heads, Advisers 
and Lecturers consulted was that there was much of 
value in the model and worthy of consideration by the 
teaching profession. There was almost a feeling of a 
message being received, 
"You have convinced me (or partially, of course, 
in some respects) , now go and convince teachers I " 
7.5 Analysis of responses from Coventry Teachers 
Nine teachers out of fourteen were positive that they 
understood the terms of the model. Despite this, six 
of them identified problems which were of a wide-
ranging nature and not confined to any one particular 
issue. Three conunents were consistent with several 
previous conunents from the advisers' and lecturers' 
groups which expressed a concern about the use of 
language, particularly the choice of the terms 
'ownership' and 'self-empowerment', which was becoming 
a familiar theme. Again the implication from these 
conunents was that teachers would be discouraged by the 
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language used and find it disconcerting. Clearly this 
may present a barrier to teachers considering such an 
innovation. 
The eleven responses to Part (B) of Question 1 
revealed a fairly clear appreciation of what the model 
was proposing. Even if teachers didn't like the 
model, it appeared that they understood what it 
represented. 
In response to Question 2, as only five teachers 
replied in the affirmative, there was clearly a 
widespread feeling that more detailed strategies were 
deemed necessary. It was interesting to note; if a 
little disheartening that only one teacher felt 
inspired enough to go on to create her own! Four 
others indicated that they would need further 
guidelines, although there was not a uniform opinion 
that these should be more detailed or involved, two 
teachers feeling they needed either simplifying or 
refining, as they were felt to be too vague. Two 
others wanted more detailed, extensive 'strategies' or 
those which were less idealistic and more relevant to 
a school situation. It was clear that teachers needed 
extensively prompting through a resource· bank of 
ideas, the strategies suggested were obviously 
insufficient. 
The responses received to Question 3 detailing any 
anticipated problems in implementing such strategiesJ 
centred upon two clearly identified anxieties from the 
teachers consulted. Eight teachers wrote of the 
constraints upon teacher time, particularly for 
preparation. One Head of Department clearly felt so 
strongly about this that he/she re-emphasised it by 
writing it three times. This response was not 
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surprising 
profession 
depressed. 
as the general mood or morale of the 
was widely recognised to be fairly 
There was a clearly indicated feeling that 
teachers felt they were being asked to give up more of 
their time for another 'new' initiative which 
represented a major increase in their workload. 
Six teachers wrote of the need to convince colleagues, 
who for a variety of reasons, may be reluctant to 
adopt new ideas 1 
"Staff insecurity, convincing staff, indeed 
myself, it is the right way forward, seeking co-
operation from traditionalists and earlier, those 
staff who are not pro-progress may also look at 
it with anxiety." 
One teacher was honest enough to acknowledge personal 
uncertainty, 
"I would be uncertain as to what exactly my role 
would be." 
Quite clearly, several teachers were anticipating 
reluctance or insecurity from departmental colleagues 
towards the adoption of a student-centred approach. 
It was apparent that support from one's colleagues 
might be a major factor in determining one's 
motivation and commitment to any new approach. 
Several teachers interpreted that the model was 
totally exclusive; that there would be no place within 
such a framework for the use of other teaching styles. 
There were several comments recognising the importance 
of other teaching styles. 
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"Didactic teaching, learning by copying also have 
their place," 
"Pupils of a young age need to be told certain 
things .. . . . . . . . . . ' 
. . . . . . . . needs to be a balance of the two .. 
methods of teaching-centred and student-centred 
learning," 
and similarly later in response to Question 5 1 
. . . . . . . . . . does it mean we Ma'{ no longer ~ . use .. 
a didactic approach?" 
"There is a need for a balance using varied 
teaching styles." 
Furthermore, two teachers indicated that it was 
important to adopt one approach initially, before it 
was possible to move towards a student-centred 
approach. This is crystalised inJ 
"The teacher must be the 'giver of knowledge' 
initially, in order to become an 'enabler' or 
'facilitator' at a later stage." 
There appeared to be an underlying belief behind such 
responses that the younger secondary age range 
required a more didactic style of teaching to equip 
them with the necessary skills and understanding to 
enable them to respond positively to a student-centred 
approach at a later stage of their schooling. Clearly 
several teachers believed that it was possible, even 
desirable, to work in a didactic style first and move 
towards a student-centred approach later! 
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The Heads of Department were unanimous that in-service 
training was important, even essential. Again the 
emphasis was on practical help. Although discussions 
with other colleagues within school and at a city wide 
level were deemed important by three Heads of 
Department, there were six teachers who wanted to 
either observe 'experts' in action, preferably in 
their own schools, or work with such 'experts'. There 
was also a feeling that teachers must not be expected 
to attend in-service courses in their own time, but be 
released for INSET, with supply cover made available 
to schools. However, the over-riding feature was the 
clear emphasis on practical help, through 
participation, demonstration and observation, not 
through theoretical courses. Such courses may 
stimulate ideas and generate discussion but they did 
not provide practical answers to the 'problems' 
teachers envisaged. It was apparent that teachers' 
doubts and anxieties would not be resolved through 
more talk; practical demonstrations of the approach in 
action and examples of good practice would be 
necessary to convince them. 
The idea of 'starting small' with a particular class 
or year group and piloting some of the strategies, in 
order to gain confidence, was suggested by two 
teachers. This would merit further exploration, as it 
was consistent with the comments received from other 
professionals that a gradual, phased start was deemed 
to be useful. From the responses to Question 5 
further anxieties were revealed. For many teachers 
the model represented major changes in approach. It 
was understandable and reasonable that teachers would 
not change the habits and practices of a lifetime 
lightly, without much consideration and confidence in 
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their actions. 
There was considerable anxiety about pupil reaction 
which suggests some tensions or possible conflicts 
within teacher-pupil relationships. The implications 
for the changing role of pupils were emphasised: 
would able, confident pupils dominate such 
situations? 
would pupils be able to recognise achievement or 
excellence? 
pupils' expectations of a teacher may not be 
realised~ how would they react to such 
independence? 
what happens if pupils are not prepared to accept 
their new role and do not co-operate? 
could pupils cope with this? One teacher felt 
they would need to be introduced to it at an 
early age (this response being in direct contrast 
with a previous one which felt it was only 
suitable for the upper secondary age range). 
Thus several anxieties, reluctances or fears were 
apparent from the Coventry teachers covering a wide 
range of concerns. Interestingly enough, despite the 
evidence that young people are not as active as they 
might be (Armstrong and Davies 1980 t. 1984, Dickenson 
1986) there was little or no emphasis from the 
teachers of this group on the influence such a 
student-centred approach might have on attitudes 
towards activity and participation. This proved 
surprising in that the current increasing emphasis on 
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7.6 
the value and importance of positive experiences in 
school did not appear to influence teachers' attitudes 
- or at any rate, this was not articulated in their 
responses. 
In addition to receiving the responses, a full, frank 
and lively discussion on the subject ensued at the 
City Heads of Department Meeting. The researcher knew 
some only by name, but many quite well, due to having 
worked in Coventry for many years. (The LEA is 
small, comprising nineteen secondary schools, Heads of 
Department of which meet at least once per term and 
often more frequently.) Teachers were frank and 
frequently critical, this was a forum where they could 
air their professional concerns freely and thus debate 
the issues without reservation. 
As a group, they were mixed in terms of age, gender, 
experience and philosophy. The discussion was lively 
and wide-ranging, covering many of the responses 
received on the evaluation sheets and this proved 
useful when reading through the sheets at a later 
stage. 
Responses from Essex Teachers 
There was much in the model and strategies which 
appealed to the teachers. Many of their comments 
indicated that they appreciated the possible benefits 
to children, the possibility that it was more 
relevant, had the potential to allow more scope for 
the child, encourage independence and increase 
motivation. 
Only two respondents were reluctant to commit 
themselves and were hesitant in identifying any aspect 
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of the model/strategies they liked. 
Two responses indicated that their focus was upon the 
potential for the teacher, the majority concentrating 
on the advantages in terms of enhancement of learning 
in terms of pupils' experiences. 
Having said this, on noting the positive responses, 
there were fifteen responses which indicated there was 
an aspect of the model they did not like. These were 
comparable with the comments from the Coventry 
teachers' groups. Similar anxieties and doubts were 
expressed. These could be grouped as follows:-
the time factor is considerable and makes demands 
on teachers who are already 'stretched'. 
discipline and thus safety could become a 
problem. 
quality of work may deteriorate. 
pupil reaction may not be positive. There were 
fears that pupils may opt out, refuse to co-
operate, feel unable to contribute fully as they 
are unfamiliar with this role. 
there is no recognition of the worth of other 
teaching styles, the model has merit but not 
exclusivity. 
Again it appeared that several teachers were on the 
defensive, as if their position was being threatened. 
Understandably, as with the Coventry teachers group, 
there was an apparent reluctance to commit themselves 
too soon. Four teachers needed more time to 
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assimilate the information and understand the ideas, 
which was reasonable as for many teachers the model 
might represent a threatening challenge to their 
positions of authority. 
In terms of anticipated problems, it was clear a 
common thread was beginning to emerge. Six responses 
indicated an anxiety about the amount of time which 
would be required to prepare resources. The other 
responses covered a wide-ranging number of issues 
although teacher anxiety or inertia was mentioned by 
seven teachers; in particular the necessity to 
convince more traditionally minded staff, 
"established teachers changing the ways of a 
lifetime." 
Clearly teachers needed the security of support from 
colleagues, it was apparent that some would not feel 
confident enough to innovate alone. 
There was nothing new in the Essex teachers' 
responses. Interestingly enough, although they had 
only a brief introduction to the model and strategies 
in comparison to the Coventry teachers who had 
considered it over a period of time within their 
departments, the anxieties and constraints they 
articulated were very familiar. 
Again the resounding response to the need for in-
service training echoed the Coventry teachers' views 
that this was essential for progress to be made. The 
opinion that, 
"new initiatives always need explanation and 
practice of where they are going to be fully 
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effective," 
typifies nine of the responses gained. Theoretical 
courses provided a stimulus, but this needed to be 
developed into practice for teachers to be totally 
convinced. It was apparent that teachers wanted to 
draw on the expertise of those practised and 
comfortable with the approach, in order to convince 
themselves of its merit. Again the over-riding 
impression was that those consulted were only half 
convinced; they were not sure enough of the approach 
to take it and develop it for themselves. 
7.7 The Responses from Wiltshire Teachers 
Having worked with two groups of teachers and gained 
experience upon which to reflect upon the nature of 
her presentations , the researcher decided, as 
previously explained, to utilise a slightly different 
approach with the Wiltshire teachers. It was ironic 
that upon reflection the presentations to the Coventry 
and Essex teachers were deemed to be too didactic in 
terms of delivery! The researcher decided that the 
approach needed to be more person centred; the 
teachers needed to be involved more in the course, 
rather than passive recipients of a lecture. 
Thus the results of the Wiltshire teachers were the 
products of small group discussion, the essence of 
which was to be reflected in their responses. 
The responses to Question 1 were varied and wide 
ranging. Two groups wished to add more, in terms of 
records of achievement and pupil profiling, and the 
extended use of reflection and review, which they 
obviously felt was not explicit enough in the model. 
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The experience of the teachers present, in terms of 
working through a student-centred approach, was 
evident in the detailed responses to Question 2 in 
respect of the implications for the role of the 
teacher. It should be remembered that those present 
on the Wiltshire course were already committed enough 
to the approach to become involved in the Wiltshire 
'Health Start' initiative. Thus their comments arose 
from a degree of practical experience of the 
implications for the role which they had discovered 
for themselves. Each one of the groups emphasised the 
need for a teacher to be flexible in approach, open 
minded and generally prepared to 'let go'. This 
question perhaps gained the most uniformity in terms 
of the similarities between the responses. Although 
the terminology varied, essentially the essence of 
their comments was the same. 
Several groups stressed the need for high levels of 
planning and organisation; it was widely recognised 
that this teaching approach required more detailed 
planning, extensive use of resources and tight 
organisation to be effective and fully meet the needs 
of individuals. Five responses indicated that 
teachers needed the confidence to 'let go', relinquish 
some of their control and feel secure that although 
the eventual outcomes may be less certain, the 
positive effects would be considerable. 
Two of the comments indicated clearly that several 
teachers had appreciated the need to review what had 
been achieved and identify where they were going next. 
Having a clear sense of purpose, 
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"Establishing the objectives of the work - final 
outcome and overall direction," 
would be essential for teachers to justify their work 
and achieve credibility with colleagues, Head teachers 
and Governors. This is an important factor, as if 
teachers were vague and uncertain about their purpose, 
planning and implementation, the justifiable criticism 
which would undoubtedly result would be damaging and 
de-motivating. 
All of the groups consulted found advantages to 
working through this approach. These centred upon the 
real impact this could have on meeting individual 
needs, enhancing motivation and facilitating personal 
and social development. 
Again the disadvantages were those previously 
articulated by the Coventry teachers, namely, 
(i) The time taken to achieve skills and cover 
the necessary material may be longer through 
the 'process approach.' 
(ii) Pupils' expectations may be limiting, they 
may be practised in another role; they may 
fear 'failure', display reluctance or lack 
of co-operation. 
(iii) Skill levels of pupils may drop; standards 
of performance may be lower. 
(iv) Teachers own experience may be limited and 
thus in-service training will be essential. 
All of the fears articulated were in common with those 
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expressed by the Coventry teachers. Their anxieties 
were already familiar to the researcher - nothing new 
was mentioned in this respect. 
All of the groups were convinced that personal and 
social development would be enhanced by the approach. 
However it must be acknowledged that this was to be 
expected from this group of teachers who were already 
involved in the 'Health Start Project' and thus 
practised in the student-centred approach to Health 
Education. Despite their obvious commitment to become 
involved in the project, they were still articulating 
many of the fears of the Coventry and Essex teachers. 
It is interesting that although the teachers had 
varying lengths of time to consider the model and 
strategies, the responses received were very similar. 
In particular, one might have expected that the 
Coventry teachers, having received the package in 
their respective schools and discussed it within their 
departments before completing the evaluation sheets, 
might have provided very different responses from the 
Essex teachers. Clearly this was not the case and the 
responses received were very similar. 
The issues which arise from this analysis and the 
conclusions and recommendations which may be made as 
a result will be discussed in the following chapter. 
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Chapter 8 ; Reflections and Speculations. 
8.1 Introduction. 
In this chapter, reflections OIL -ihe. s~ cZn.slie-> -
w~ a discussion of the issues raised, the major 
problems faced and some of the potential pitfalls to 
avoid in terms of future studies in this field. 
Conclusions will be drawn about the findings of the 
study, from the responses gained from the professionals 
working in the field of physical education, with regard 
to the development of new approaches to teaching and 
learning. Finally recommendations can be suggested for 
the benefit of further studies into this or related 
areas. 
8.2 Reflections upon the Study: the problems raised. 
One of the limitations of the Study was that the 
practice of having only one researcher in the field was 
restrictive. It would have perhaps been better to have 
collected responses from a wider much larger sample of 
physical education professionals through a different 
structure or format. _However the practicalities of 
having only one researcher in the field prevented this. 
It was felt that it was too important for the teachers 
consulted to hear and see a presentation of the 
framework and model and be able to participate in 
discussions about it, rather than complete an 
evaluation sheet from a 'cold' consideration of the 
written word alone, by post for example. 
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Another problem was that it was difficult to 
distinguish how far the teachers' opinions and 
impressions were coloured by the nature of the 
presentations they heard. Although the researcher had 
given numerous lectures on a number of occasions, on 
behalf of Coventry L.E.A. over a number of years, these 
were mostly concerned with curriculum development, 
particularly in the field of girls' physical education 
or current developments within community sport in 
Coventry. Thus the ideas of the framework and model 
were being hatched tentatively and this may have been 
reflected in the presentations. Having listened 
• 
frequently to natural, witty and lively presentations 
of a polished and convincing nature, from H.M.I. and 
L.E.A. advisers on occasions, the researcher felt 
slightly anxious that the substance of the lectures was 
'heavy' and slightly off-putting in the manner it was 
conveyed. It was also ironic that the initial 
presentation to the Essex teachers was judged to be too 
didactic and lacking in audience participation - this 
may have inadvertently 'switched off' some of the 
respondents or at least coloured their impressions of 
the subject matter. 
However the major dilemma of the study and implication 
arising from it, is the issue of how to influence 
teachers to consider change? What do they appear to 
need or want from an innovation ? Bolam and Medlock 
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1985 after observing an L.E.A. in-service training 
course, commented, in their evaluation of A.T.W., 
"Some teachers would welcome a clear and coherent 
statement of the A.T.W. approach, including its 
theoretical and curriculum underpinning both for 
themselves and to explain to colleagues." (p25) 
and even in the advanced, national course, which dealt 
with trainers whose commitment to A.T.W. was already 
very high, a minority still, 
"requested a coherent statement of A.T.W.'s 
rationale, less activity based methods in the 
advance course and more written handouts." (p32) 
This is interesting as it contradicts the findings of 
this study, which suggest that teachers were 
unconvinced by a theoretical basis and wanted extensive 
practical guidelines, practical demonstrations and 
proven strategies from 'experts' experienced in the 
field. 
This is in keeping with Hargreaves et al (1988) who 
believe that an experiential course is better than 
merely lecturing teachers, stating, 
"Emotional shifts are rarely secured by mere 
instruction". (p71) 
Similarly Stenhouse (1971, 1983) had argued that 'real 
classrooms' have to become teachers' laboratories in 
order to develop their craft. 
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Thus a balanced in-service course between the 
experiential or affective and the rational or cognitive 
components of a new approach might encourage teachers 
to consider more thoroughly the values underpinning 
such a focus. 
Hargreaves et al (1988) emphasise that a broader 
process of in-service education rather than a training 
perspective would involve teachers in critically 
questioning and making autonomous judgements about new 
approaches, which they believe is an important step if 
resistance and resentments are to be averted. 
It was apparent from the study that teachers would not 
be convinced from a theoretical standpoint alone and 
this was clearly one of the weaknesses of the 
presentations. With hindsight it is perhaps easy to 
determine that the presentations to teachers needed to 
combine a theoretical underpinning or rationale 
together with a practical demonstration of some of the 
strategies in action, yet at the time it was felt 
sufficient to give examples of practical strategies 
which may be utilised. Certainly any future research 
into this area might need to give this consideration. 
8.3 Issues arising from the study. 
The responses received present a number of issues which 
merit further discussion. One of the issues raised was 
a reference to Moss ton's spectrum of teaching ( 1972) 
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and the possible similarity or compatability with the 
ideas of the model. Mosston had argued (1'!12) that_, 
" teaching behaviour is a chain of decision-
making, 11 (p.IO) 
therefore his spectrum of styles develop from Style A 
to Style G: in 'A', the teacher making all of the 
decisions to one where he makes as few as possible. 
Clearly some of Mosston's styles involve the pupil 
assuming responsibility and moving towards independence 
from the teacher. 
Although there are certain styles of teaching which are 
in sympathy with a student centred approach; for 
example Style ·c• 'Reciprocal Style' gives 
responsibility to pupils for coaching or teaching other 
pupils, Mosston's spectrum is limiting and restrictive 
in some respects. It rigidly places teaching into 
various tightly-defined categories, according to Carr 
(1986) who opposes this type of labelling, 
11 it construes teaching as a kind of 
technology'! Cp.1.2.0) 1 
implying that teaching is a series of techniques in 
which one must pursue set procedures. 
articulates, teaching, 
11 is concerned more with the nourishment 
and growth of the soul and with the 
freedom of the human spirit than with 
effective control and management. 11 ( p. 120) 
276 
As Carr 
He identifies many personal skills and qualities which 
are important aspirations for successful teaching which 
cannot be classified or included within Styles A-G. He 
identifies that, 
i) teacher attitude and regard for his 
students 
ii) teacher example, how he treats 
students 
are vitally important for children to learn such 
personal qualities, yet theories of teaching style have 
no bearing upon them. 
Thus it is apparent that certain of Mosston's teaching 
styles are worthy of exploration, in particular, with 
the exception of Style 'A' , all of the other styles 
might be utilised at various times and situations in 
any physical education course, but the teaching style 
chosen for any lesson remains just one aspect of a 
student-centred approach. Clearly what matters more is 
the attitude and regard of the teacher, department and 
school towards the young people of the school, the way 
students are treated, the examples demonstrated to them 
through teacher-student and teacher-teacher 
interactions. In this respect student-centred learning 
has many more implications than the employment of any 
particular teaching style. 
Following upon this theme, another issue emerged. 
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There was some indication from the response received 
that teachers' expectations of pupils were fairly low. 
There was also evidence of some anxiety from some 
teachers from all of the groups consulted that pupils' 
cooperation or acceptance of new or different 
approaches might be limited. This is significant as it 
is clear that a positive attitude to the role of the 
student and the value of each individual's contribution 
to their learning is fundamental to a student-centred 
learning philosophy. Several of the teachers consulted 
implied that giving responsibility to students could be 
threatening, 
"Teacher anxiety change of style, loss of 
control •••• " (E.T. 7) 
"Anxiety of both teachers and pupils to the 
strategies'' (E.T.1.) 
"Staff insecurity" (cited as a problem by C.T.1) 
"Dealing with disruptive pupils in this situation" 
(cited as a problem by C.T.12) 
They also felt that pupils might abuse this freedom and 
refuse to cooperate, 
"..... it may give some pupils an enhanced 
opportunity to opt out." (E.T.15) 
"... • possible lack of pupil/teacher cooperation" 
(E.T.16) 
" Attitudes of older pupils to new approaches" 
(E.T. 4) 
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" Discipline of those who do not cooperate" 
(E.T.15 
One senses some antagonism in these comments, of a 
"them and us" philosophy which is clearly opposed to 
the fundamental principles of a student-centred 
approach. 
consulted 
described 
The view expressed by some of the teachers 
could be termed a "deficit view", as 
by Quicke ( 1986) in his triangulated 
evaluation of an innovation in personal and social 
education. Quicke acknowledges Hargreaves summary of 
the research available ( 1972) which suggests that 
teachers have low expectations of the academic 
potential and achievement amongst children in lower 
streamed classes and of those of lower social classes. 
However his observation from the innovation being 
studied, that teachers also had an equally low 
expectation of pupils' social awareness in a mixed 
ability situation was unexpected. Quicke also 
identified that messages about the low status of pupils 
relative to teachers were frequently conveyed to pupils 
through insensitive remarks from teacher to pupils. 
Similarly, in this study, the researcher detected from 
some of the responses from teachers, the desire to keep 
pupils in a submissive and more lowly status rather 
than acknowledge their high potential if treated with a 
positive appreciation of their qualities and 
capabilities. This may account for some of the 
apparent teacher anxiety in this study about their role 
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and status being threatened by adopting a new approach 
and different style of working. 
A further important factor would appear to be the need 
for the support and commitment of one' s head teacher. 
This is in keeping with other research which suggests 
that the Head's support is vital. (McNiff, 1985). 
Similarly, Ball and Lacey ( 1980) have indicated in 
their research that the strength and imaginativeness of 
English Departments is strongly associated with the 
Head's support for and interest in the subject. Rose 
(1986) has revealed similar indications in research on 
P.S.E. Departments. This would indicate that, in order 
to innovate within departments, the support and 
commitment of Headteachers is an important motivating 
factor. In discussions and on their evaluation sheets, 
this was confirmed by several teachers consulted as 
they alluded to their anxieties in convincing 
Headteachers of the need to innovate in terms of 
developing new approaches in physical education. Thus 
the support and encouragement of both Heads and L.E.A. 
Advisers would appear to be a factor in helping 
teachers to initiate change. This in turn, has 
implications for the need to inform and convince 
Headteachers of new initiatives or developments in 
order that they are in an informed position to be able 
to do this. 
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In a similar vein, the need for support and 
encouragement from colleagues was found to be important 
to many of the teachers consulted. Without this on-
going support, it is clear that many teachers may feel 
isolated and unable to continue. Thus there is a clear 
need to share ideas and experiences through regular 
meetings with other like-minded professionals to 
promote both confidence and share good practice. 
However, Almond's comment (1986) on group meetings is 
noted, 
11 Group meetings are essential if we are to 
provide a forum for critical reflection on 
teachers' work, but at present they are seen only 
as a social event, although important. 11 ( p.1+3) 
Clearly it will be important for advisers, innovators 
and teachers to structure their meetings to share 
purposefully; to investigate their own practice and 
participate in critical reflection upon their work. 
Clearly, the need for peer support was important for 
many teachers, therefore the structure and organisation 
of such support would need to be carefully implemented 
in any future innovation of this nature. 
Another noticeable factor was that many of the teachers 
consulted did not appear to be prepared to develop 
their own ideas. Many of them wanted more information 
in the form of strategies, resource material and ideas 
for immediate use in the teaching situation. The 
researcher felt some disappointment with this, only one 
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teacher in the Coventry group appeared to have been 
inspired to create and develop strategies of her own. 
This finding is in keeping with Almond's findings 
(1986) as described in his reflections upon the 'games 
for understanding' innovation and the teachers' courses 
he was involved in. Sadly again, physical education 
teachers did not reveal themselves to be imaginative on 
the whole, rather they needed prompting with practical 
schemes of work which are proved to work I Not only do 
they need convincing, but they require much resource 
material to prompt a new response, 
and, 
".... teachers want ideas they can go away with 
and teach •.•••• "J (p. Z.ct) 
" they ask also for proof that this new approach 
they are considering is better than the existing 
form." ( p. 3ct) 
Thus teachers' reactions to an innovation are most 
interesting, because as Almond (1986) points out, 
" ••••• the needs of teachers as perceived by 
the project team and the actual needs of the 
teachers differ in a very significant way." ( p. 3<J) 
He found that teachers misunderstand or misinterpret 
messages or ideas and thus the innovation is not 
absorbed into their regular practice. It would appear 
that teachers need more than simply attending a project 
or course. Almond identified that teachers require 
practical guidelines about exactly what is involved in 
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a new area, a copy of the practical session they 
experienced with a clear explanation of the key ideas 
and ideas for the further development of the work. He 
comments that this creates a paradox, 
" ••• because teachers appear to need clear 
guidelines and yet they want to feel that 
they can be involved in developing further 
guidelines." (p.'t-1) 
He also suggests that many teachers are not prepared 
to, or able to, develop their own ideas, commenting, 
"It may be that initial training encourages 
teachers to be passive recipients of ideas and not 
active constructors and developers of ideas. "(p.tr':) 
This was found to be consistent with the comments of 
many of the teachers consulted in this study. 
Almond's work with teachers indicated that they wish to 
collect ideas and copy what they have experienced or 
read. When these are exhausted many appeared unwilling 
or unable to develop their own ideas further. This too 
appears to be supported by the findings of this study. 
The teachers in the "games for understanding" action 
research project were unfamiliar with research 
techniques for monitoring teaching and particularly 
their own practice. Clearly this has implications for 
training institutions and is certainly relevant to this 
study, in that teachers need help in examining their 
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own practice critically with a view to developing and 
enhancing their teaching skills and improving the 
quality of pupils' learning. Departments can do much 
themselves to promote discussion and the sharing of 
ideas concerning approaches to teaching and learning -
given the necessary impetus, yet the impression remains 
that how we teach pupils does not feature as strongly 
in our discussions as what we teach. As long as 
physical education emphasises the content of P.E. 
programmes rather than the opportunities the activities 
present for learning, the focus appears inbalanced, 
almost one-sided. 
A three way commitment to instigate change appears to 
be necessary to motivate teachers : 
a) from within the department itself, to share ideas, 
sustain confidence, give support and a sense of 
purpose. 
b) from within the school itself, from the senior 
management, governors. 
c) from the L.E.A. through its advisors or 
inspectors. 
8.4 Recommendations. 
Thus from the responses received and the many 
discussions held with those professionals consulted, it 
has been possible to identify several key features. 
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The following recommendations for those embarking upon 
innovation or change within physical education are 
summarised briefly, as follows: 
(i) The language or format used to communicate such an 
innovation should be straight forward and familiar 
to teachers. There was a clear reluctance to 
accept 'jargon' or stylised language from those 
teachers consulted. 
( ii) There is a need to convince teachers that they 
have the time available to work in a different 
way, that an innovation of this sort will not 
present a gross overload in terms of preparation, 
introduction or assessment and evaluation. With 
the intense pressure already exerted on teachers 
in terms of national initiatives and requirements, 
many teachers appeared unwilling to commit 
themselves to further new developments, for this 
reason. Thus assistance with time management 
would appear to be important. 
(iii)The development of gradual progressions; a series 
of suggested 'lead up steps' to initiate change 
gradually might be more acceptable to convince 
doubting teachers and facilitate a sense of 
confidence to try new approaches. Clearly 
teachers will not take on ''too much, too soon' • 
(iv) There is a need for extensive practical guidance, 
in terms of resources, such as sample work-cards, 
self-check sheets, reciprocal teacher sheets and 
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so on. It is clear that many teachers either will 
not, or cannot develop their own. 
(v) The support of one's colleagues, both within one's 
department and at a higher management level (both 
from the school's senior management and the L.E.A. 
advisory/inspectorate service) is an important 
motivating factor. Without it, there is a danger 
that teachers may feel insecure and lose a sense 
of purpose, commitment or confidence. 
(vi) In-service training is vital to facilitate and 
a) 
develop teachers ' commitment, confidence and 
expertise in such an innovation. This needs to be 
both theoretical and practical, essentially a 
balance between the two should be found. 
Practical work, both in terms of, 
demonstrations by those familiar with 
convinced of the approach are essential 
convince teachers, 'seeing is believing!'', 
and1 
and 
to 
b) teachers themselves attempting practical exercises 
with support from colleagues, advisers and 
c) 
'experts" as appropriate. 
Further, this is linked to: 
On-going support and encouragement from 
colleagues. There must be regular opportunities 
to meet and constructively discuss, share and 
reflect upon new ideas, thus disseminating good 
practice. 
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(vii)There is a clear need for cross-curricular 
liaison. A student-centred approach is not new in 
some areas of education and clearly, as 
demonstrated in particular by the Wiltshire group 
of teachers, teachers from other curriculum areas 
have much to contribute in developing a successful 
whole school philosophy. 
8.5 Conclusions. 
It may prove to be some time before the ideas for new 
approaches in the subject have currency with teachers. 
The innovation of a "games for understanding" approach 
had taken considerable time to materialise and become 
familiar to the teaching profession. Many years 
earlier, Mauldon and Redfern ( 1969) had suggested an 
approach which presented a slightly different, more 
imaginative way of developing skills within the game. 
Again in 1981, they renewed their call for a review of 
games teaching, 
" as soon as one begins to review the 
assumption underlying both the content and manner 
of most games teaching it becomes obvious that 
fresh thinking in this field is long overdue.'c' ) p.v 
Clearly during the interim period, very little 
development had taken place. Thus the anxieties and 
constraints which have been articulated should not be 
viewed as outright rejection of the adoption of new 
approaches. 
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As Butler ( 1989) indicates in her conclusions about 
P.E. for the 16-19 age range, 
teaching styles and strategies 
the implications for 
cannot be ignored. 
Whichever aspect of physical education is being taught, 
the necessity for all participants to attain a positive 
outcome and achieve success at an appropriate level is 
vital in encouraging them to maintain involvement. 
It could be argued that this is also appropriate for 
other age-ranges. 
possibly in terms 
More research appears to be needed, 
of a pilot scheme and subsequent 
evaluation to determine whether a student-centred 
philosophy is more conducive to reaching, inspiring and 
motivating children . to pursue physical activity as a 
meaningful and essential aspect of their lives. 
A consideration of physical education going into the 
1990s prompts several questions. For instance, since 
the research was undertaken, how far has physical 
education 
approach? 
moved towards a more student-centred 
What are the major influences which are going to shape 
the nature and style of the subject in future years? 
The major influence appears to be the National 
Curriculum, as indicated in the 1988 Education Reform 
Act. Clearly this looks set to transform education in 
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terms of content, methodology and assessment, over the 
coming decade. Yet all indications are that 
flexibility of approach is not merely suggested, but 
essential. The advice from the National Curriculum 
Council is far from extensive or detailed but gives 
some indication of the need for flexibility in terms of 
approach. 
The National Curriculum Council (1990) in its guidance 
'The Whole Curriculum' emphasises, 
"The wide range of skills which pupils must 
acquire must be reflected in an equally wide 
variety of approaches to teaching 1 " ( P· 1) 
"If the Whole Curriculum is to mean anything then 
it must be imparted by use of a wide range of 
teaching methods, formal and informal, class and 
group, didactic and practical." ( p. 7) 
Similarly in the guidance, "A Curriculum for All", the 
National Curriculum Council ( 1989) identify the 
characteristics of a good learning environment. They 
include, 
and1 
"an atmosphere of encouragement, acceptance, 
respect for achievements and sensitivity to 
individual needs, in which all pupils can thrive'; (p.-r) 
"co-operative learning among pupils." (p. ;) 
They go further to emphasise pupils' needs for, 
"positive attitudes from school staff ••• "Cp. 8) 
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"Partnerships with teachers which encourage them 
to become active learners, helping to plan, build 
and evaluate their own learning programmes 
wherever possible," (p.8) 
"a climate of warmth and support in which self-
confidence and self-esteem can grow and in which 
all pupils feel valued ••. ;• (p. 8) 
"emphasis on profiles of achievement which 
encourage self-assessment .•• " ( p. 8) 
Such principles are the very essence of a student-
centred approach and advocate the type of learning 
climate within which each individual feels valued and 
can grow. However this is suggested but as yet not 
fully expanded upon. 
Much of the advice would seem to suggest the need for 
pupils to be active partners in the curriculum, engaged 
in experiential learning and more fully involved in the 
learning process. What is disappointing is that the 
advice appears lacking in specific detail, yet again 
teachers are presumed to be confident, and able to 
interpret the new content of the National Curriculum in 
an appropriate style. It will therefore be vital for 
schools to keep sight of those aspects of education 
which are important and make for an effective learning 
environment. A focus on content alone might result in 
a one-sided, narrow interpretation of the new 
curriculum. watkins (1990) describes those vital 
elements as, 
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" the nature of relationships, the negotiation 
of learning, the engagement in the ethos." (p.G) 
The fundamental principles for physical education in 
the National Curriculum have yet to be announced. 
However, the most crucial and potentially exciting 
innovation must be the development and refinement of 
appropriate teaching approaches to implement any 
content, whether of a revised or familiar nature? The 
challenge to physical education teachers to inspire 
students understanding and recognition of the potential 
of physical activity to life-long health and well-being 
is far too important to be left to chance. 
A teacher who cares about his students, is sensitive to 
the humanity of his students and above all, recognises 
that his students are reasoning, thinking, feeling, 
moving, experiencing beings is most likely to celebrate 
and reflect this through the programmes, procedures and 
experiences he offers in his physical education 
lessons. That essential humanity and the recognition 
of his students' humanity and the recognition of his 
students humanity is surely the essence of any 
effective student-centred approach? This is summed up 
by Greenberg (1969), 
"No matter how much emphasis is placed on such 
other qualities in teaching as educational 
technique, technology, equipment or buildings, the 
humanity of the teacher is the vital ingredient if 
children are to learn. " ( p. 11) 
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Finally it is interesting to note that the H.E.A. 
Health and Physical Education Project, at a recent 
teachers' course, presented the idea that student-
centred learning underpinned the learning approach to 
teaching about health and exercise (Harris, 1991, in-
service course to Countesthorpe College family of 
schools, Leicestershire). A copy of the course hand-
out is presented in Appendix s. 
The project team have taken the four features of the 
researcher's model for student-centred learning and 
presented them in the form of a spiral curriculum. 
Thus the learning process moves from dependence on the 
teacher to learning from doing, which underpins all 
aspects of this process. This incorporates a specific 
emphasis on sharing, followed by ownership and finally 
moves to independent learning (empowerment). The 
spiral curriculum ensures that each feature is a part 
of the next stage, the progression can only be achieved 
if each stage is accomplished. 
The project team have used Mosston's teaching styles A-
E as part of the emphasis on the sharing process. They 
pay particular attention to the Inclusion style, as 
they argue that this represents a fundamental element 
of the health-related exercise movement, because it 
makes allowances for individual differences and enables 
pupils to choose their own starting points and hence 
make improvements. 
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Learning from doing is also exemplified in 'The 
Exercise Challenge', produced by the project team. The 
idea of planning a personal exercise programme, 
executing it and evaluating it encompasses the notion 
of ownership,-'. Thus it is pleasing to note that the 
theoretical work of this study has had direct practical 
application through the work of the Health and Physical 
Education project to date. 
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Appendices (A-S) 
A(i) and(ii) 
A(iii) 
B 
C(i) 
C(ii) 
D(i) 
D(ii) 
E(i) 
E(ii) 
E(iii) 
E(iv) 
E(v) 
F(i) 
F(~i) 
Letters to Jen Anderson, Project 
Director of 'The Lifeskills and Health 
Education in the Secondary School' 
Project, C.C.D.U. Leeds 
Reply from Jen Anderson 
Letter to Julie Wright, Supported Self-
Study Co-ordinator, Coventry L.E.A. 
Letter to Jill Baldwin, Active 
Tutorial Work Project Director 
Reply from Jill Baldwin 
Letter to Roger Orgill, Outdoor 
Pursuits Director, The Sports 
Council, North West Region. 
Reply from Roger Orgill 
Initial letter to Charles Wise, 
Senior Adviser for Personal and 
Social Education, Gloucestershire 
L.E.A. 
Reply received from Charles Wise 
Second letter to Charles Wise 
Package comprising 12 sheets 
- brief background to the model 
(1)and (2) 
- explanation of the components of 
the model (3) (4) (5) (6) 
- suggested strategies (7) (8) (9) 
(10) 
-evaluation sheets (11) (12) 
Letter to Charles Wise 
Letter to Dr.K.B.Everard,Chairman, 
Development Training Advisory 
Group. 
Reply from Dr. Everard 
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G 
H(i) 
H(ii) 
I 
J(i) 
J(ii) 
K 
L(i) 
L(ii) 
M 
N 
0 
p 
Q 
R 
su)-{vi) 
Letter to Tim O'Connor, Senior 
Training Adviser, Brathay Hall, 
Cumbria. (also sent package 
outlined in E(iv) 
Letter sent to Coventry Heads of 
Physical Education Departments. 
Package enclosed in the letter. 
Letter received from Roger Orgill, 
The Sports Council. 
Standard letter sent to advisers 
and lecturers 
Letter received from Lecturer L(9) 
Evaluation sheet used with Essex 
teachers. 
Letter sent to HT(1) 
Reply received from HT(1) 
Letter sent to HT(2) 
Letter received from Coventry 
L.E.A. (S.Jeffray, County Adviser) 
Letter received from Essex L.E.A. 
(M.F.Maunder, County Inspector). 
Letter received from Wiltshire 
L.E.A. (M.Cooper,County Adviser) 
Letter received from Somerset 
L.E.A. (G.Cavill, County Adviser) 
Letter received from London Borough 
of Enfield L.E.A. (L.Hulbert, 
Advisory Teacher) 
Course handouts from the Health and 
Physical Education project, teachers' 
course, Leics. February 1991. 
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Appendix A ( i) 
5, Ivy Close 
Stoke Golding 
Nr. Nuneaton 
Warks. CV13 6HH 
Ref: JM/VJF 
Hs J Anderson, Project Director, 
'Lifeskills and Health Education in 
the Secondary School' 
Career and Counselling Development Unit, 
Clarendon Road 
Leeds. L52 9PJ 
Dear Ms Anderson 
Tel: 0455 212084 
lOth September 1986 
I am currently involved in some research at Loughborough 
University, under the direction of Len Almond. 
As my research is in student-centred learning in P.E., I 
am working closely with the H.E.C./P.E.A. Health and Physical 
Education Project at Loughborough University, which I believe you 
are familiar with. 
Len has suggested that I make contact with you, as I would 
be very interested in learning more about your project and its 
approach. I would be very grateful if you would be prepared to be 
interviewed about the focus of your work and the underlying philosophy 
to assist my research 1 
Of course I would visit at your convenience. I look forward 
to hearing from you. 
Yours sincerely 
JUDY MATHARU 
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JM/VJH 
Ms, J. Androew, 
Project Diroectoro, 
Lifekills and Health ~ducation Project, 
Counselling and Caroeel' Development unit, 
The univerosity of Leeds, 
44,Claroendon Road, 
Leeds. LS2 9PJ. 
Dear Jen, 
5, Ivy Close, 
Stoke Golding, 
nro. Nuneaton, 
Waroks. CV13 6HH 
I 
Furothel' to ouro roecent telephone converosation, I wroite to 
confirom that I shall visit on October 16th. I hope to arorive at 
10,00 a.m. 
I would like to interoview you (hopefully quite informally!) 
about the prooject and this philosophy. If it is acceptable to you I 
would like to tape the interoview ( foro my puropose only ) so that I 
don't have to scroibble froantically throoughout I I hope this will be 
alright ? I look forwarod to meeting you on Octobero 16th. 
Once again, thank you foro agreeing to assist my work. 
Youros sinceroely 
JUDY MATHARU 
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Ks J Katharu 
5 Ivy Close 
Stake Galding 
Nr Nuneatan 
ft'arks 
CV13 6HH 
13 October 1986 
Dear Ks K/J tharu 
App~naix A(iii). 
'II'Illlm Wll\11E~~t~nn «J>IF n.mmllll~ 
Counselling and Career Development Unit 
22 Clarendon Place 
Leeds 
LS2 9JT 
Telephone~ 
o.532.. 4S"7F 
Director: Barbara Pearce 
Thank you for your letter tJbout our meeting on ThursdtJy. ft'hen I spoke to 
Len on the phone he said it would not be IJ problem for you to be bere by 
10/Jm. HtJving spent most of last week driving up tJnd dawn to the Kidlands 
it seems to me that a little more lee-way might be IJ good idea! I have 
another meeting tJt 12.30, but please feel free to arrive a little later if it 
helps. I will be here tJnyway and will expect you when I see you. 
I have enclosed /J map with Cl/Jrendon PltJce marked on it but have written 
out directions too as Leeds is very confusing! PiJrking round here is a real 
problem unfortunately. 
If you are coming on the K691K1, stay on the K1 until it ends ... you will hit 
a 50mph speed limit far a few miles. Take the l/Jst exit, you will see where 
you are because if you go straight on you land up on the X621, It is marked 
but can be confusing. 
Follow signs to the city centre, you will eventually pass the Dragonara 
Hotel on your left. Carry on, under the station bridge until some lights by 
a huge square roundabout - City squ/Jre, 
Take the second exit you are allowed to tiJke.. there are signs to the 
University and Sfljpton A660 but they ar;e not easy to see. You are in a one ,L 
W{JY system. - • IJJ C:U'\ tkC. ~ dA'ft.C.t :1. • !til4" Ita et lo lf/f ~I 
liJI.h • 1/ 
Turn right at the next lights, c/Jrry on until you see the town hall ahead. 
Straight on at those lights, and the next set. You are now in a two-way 
road. Carry on up the hill, Leeds General Infirmary on the left. Just past 
the hospital, and past the Civic hall on your right, turn right. at's just 
before the Poly> , l.t M J M~CI: fji.Ab 
1 
/l.4A 
Turn left at the top (J1ghts>.J.st;:/) will piJss the main entrance to the 
University, a big white buildin8' with a clock tower on top. Carry on, 
following the road which turns left at some li8'hts piJst the white building. (3} 
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A(iii) continued 
Take the next left, (lights> into Clarendan Road. 
Just before a pedestrian 
immediately left. Clarendan 
alley! 22 is an the left. 
crossing turn left. Turn first right and 
Place is the first right except far a back 
It is possible that the car park barrier will be up sa you may be able to 
park there. Carry an dawn Clarendon Place, turn left at the end and right 
at the crossroads. (All very little roads> About 100 yards down is the co!lr 
park entrance. 
I hope you find us! 
lfith best wishes 
Yours sincerely 
Jen Anderson. 
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Appendix B(i) 
5, Ivy Close, 
Stoke Golding. 
Re:f: JM/VJF 
Ms. Julie Wright, Co-ordinator, 
Coventry Support Sel:f Study, 
T.R.I.S.T. 
Elm Bank Teachers~ Centre, 
Mile Lane, 
Coventry. 
West Midlands. 
Dear Julie, 
Nr.Nuneaton, 
Warks. CV13 6HH 
Tel: 0455 212084 
October 23rd. 1986 
Thank you :for agreeing to meet me on November lOth at 
11.00 a.m. at Grey:friars. 
As you know, I am undertaking some research into active 
learning in P.E. This presents quite a significant change o:f emphasis 
as most P.E. lessons are class paced and teacher directed; 
I am particularly interested in :finding out about any 
initiatives or projects which employ active or experiential 
learning, so I :feel I need to explore the Supported Sel:f-Study 
development in Coventry. To that ef:fect I would like to interview 
you about the :focus o:f your work. 
Thanks again :for giving up some time - I look :forward to 
seeing you on November lOth. 
Regards, 
JUDY MATHARU 
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Ref: JM/VJF 
23rd, October 1986. 
Ms. J. Baldwin, 
National Director. 
Active Tutorial Work Development Project, 
St. Martin's College, 
Lancaster. 
Dear Ms. Baldwin, 
Appendix c 11 J 
5, Ivy Close 
Stoke Golding, 
near Nuneaton. 
11/arks. CV13 6HH 
Tel: 0455 610224 
I have been seconded by Coventry L.E.A. to Loughborough Univesity 
to work towards an M.Phil. and I am undertaking some research into 
active learning within physical education. This presents quite a 
significant change of emphasis as most physical education lessons 
are class paced and teacher directed. 
In particular, I am interested in finding out more about any 
projects which employ active or experiential learning as a central 
feature of their work. 
Len Almond, of Loughborough University, has suggested I make contact 
with your project, with a view to visiting you to discuss some of 
the relevant issues. If you would be prepared to give me some time, 
I would be very grateful for the opportunity to interview you to 
learn more about your work. 
I look forward to hearing from you. 
Yours sincerely, 
JUDY MATHARU 
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~ctive Tutorial Work Development Project 
• Martin's College 
ancaster LA1 3JD 
elephone 0524 61966 
o)ect Directors: Jlll Baldwln and Andy Smith 
Appendix C( 11) 
IIEALTH 
EDUCATION 
OOUNOil 
JB/AW 
JM/VJF 
3~d Novemb~ 1986. 
Vea!t /.1.6 • Ua.thcvw, 
Thanll you &o~ you~ !etteJr. da.te.d 2 3~d Oc.tobeJr., ad~uud .to J.ill. 
Ba.tdwin. 
J.ill. hM Mke.d me .to .te!t you .that &he. wU.! be. .in Cove.~y on 
ll.th and I B.th Novemb~, and eou!d me.e..t you on e..i.th~ o& .the.4e. day& 
a.t Etm Banll Te.aehe.M 1 Ce.n.t~e., a.t, uy, I I .00 am o~ 2.00 pm, 
whiehe.v~ .t.ime. .i4 eonve.n.ien.t &o~ you, 
It woutd be. Velr.!f he.!p&u! .i& you eou!d te..t me. know wh.ieh day and .t.ime. 
&u.it you bMt, 44 &oon M po&&.ibte., pte.a&e.. 
YouM &.ine~e.!y, 
l\~w~~-
Se.MUM!f .to J.iU Ba.tdwin, 
/.1.6 • Judy Ma.tha!Ut, 
5 Ivy Cto&e., 
STOKE GOUJING, 
N~. Nune.a.ton. 
Wa/UU.i.c.luiWr.e., CVI 3 6HH. 
OJECT TRAINER 
UL BAMBER, 2 Munces Road, Marlow Bottom, Buckinghamshire, SL7 3NY. 062·84·3695 
303 
Ref: JM/VJF 
3rd November 1986 
Mr R Orgill 
'lhe Sports Council 
North West Region 
Astley House 
Quay Street 
~1anchester 3. 
Dear Mr Orgill 
Appendix D (1) 
5 Ivy Close 
Stol{e Gelding 
Nr. Nuneaton 
Warks. CV13 6HH 
' Tel: 0455 212084 
I 
I write to confirm that I shall be visiting on Wednesdey, November 26th 
arriving (hopefully!) at 10.30 a.m. Thank you for agreeing to be 
interviewed about your work. 
I have been seconded to Loughborough by Coventry L.E.A. to conduct sane 
research for an M.Phil. in student-centred learning within physical 
education. As I am trying to gain sane insight into various projects, 
initiatives or areas of the curriculum which use experiential or active 
learning as central to their philosophy, Len Almond of Loughborough 
University suggested that I make contact with you, with a view to 
discussing ha.v this stragegy has developed within outdoor education. 
I look forward to meeting you on November 26th. I would be grateful 
if you would send me a map or directions to your office. 
'!hank you in anticipation. 
Yours sincerely 
JUDY MA'IHARU 
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Appendix D(ii) . 
th t I ~SPORTS Nor Wes Reg on ll.JCOUHCILI 
Lancashire, Cheshire, Greater Manchester and Merseyside ----------- ~==;....;.;;..;.;;,;.;J 
Judy Ma.tharu, 
University of Technology, 
Dept., of Physical Education & Sports Science, 
Loughborough, 
Leicestershire. 
LE11 3TU 
12th November 1986 
Dear Judy, 
North West Reg1on 
Astley House 
Quay Street 
Manchester M3 4AE 
Tel: 061 834 0338 
Reg1onat D1rector: 
Roger Pontefract 
Ourref 
Your ref. 
In connection with your letter dated 3rd November, I confirm that I can 
see you on 26th November at 10.30 a.m. 
I attach a map of Manchester with the nearest Car Park to our office 
highlighted. If you are travelling by train, you need to take a taxi 
from Piccadilly station to our office. 
I look forward to meeting you on the 26th. 
Kind regards, 
Yours sincerely, 
' 
Roger·Orgill 
Director 
Outdoor Adventure Pursuits 
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Ref: JM/VJF 
23rd October 1986 
Mr C Wise 
Senior Adviser PSHE 
Gloucestershire Education Authority 
County Education Office 
Shire Hall 
Gloucester 
Dear Mr Wise 
Appendix E(i) 
5 Ivy Close 
Stoke Golding 
Nr.Nuneaton 
Warks. CV13 6HH 
I have been seconded by Coventry LEA to Loughborough University 
to work towards an M.Phil. and I am undertaking some research into 
active learning within physical education, 
In particular I am interested in looking at possible ways of 
raising pupils' self-esteem through P.E. in terms of involving 
pupils in their own learning, 
Len Almond has suggested I make contact with you, with a view to 
discussing some of the relevant issues ? If you would be prepared 
to talk some of my ideas over with me, I would be very grateful. If 
you are very busy at present, perhaps I could share some of my 
init1al thoughts over the 'phone ? 
I look forward to hearing from you. 
Yours sincerely 
u~~. 
-JUDY MATHARU 
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Appendix' E ( ii) 
Gloucestershire County Council 
K. D. Anderson, BA, Dip Ed, FRSA, Chief Education Officer, 
Shire Hall, Gloucester, G L1 2TP. 
Please ask for Mr. W !se 
Judy Matharu, 
5, Ivy Close, 
Stoke Gelding, 
Nr. Nuneaton, 
Warwickshire, 
CV13 6HH 
Dear Judy, 
Thank you for your letter of 23rd October, 1986. 
Direct Une (OU2) 425 :1:;.!!. 
Telex: Gloucester 451.55 
Telefax: 425042 
Your reference: 
Our reference: MJ/CW/PS 
Date: 6th November, 1986 
I will be pleased to discuss your work1 please 'phone me at home one 
night (0453 883622) and we will arrange to meet. 
---
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Ref: JM/VJF 
13th December 1986 
Mr 6 Wise 
Senior Adviser PSHE 
Gloucestershire Education Authority 
County Education Office 
Shire Hall 
Gloucester 
Dear Charles 
5 Ivy Close 
Stoke Gelding 
Near Nuneaton 
Warks. CV13 6HH 
Tel: 0455 212084 
'!hank you again for your previous helpful conrnents on II1Y worn so 
far. 
I enclose a draft of II1Y model and strategies to date for your 
consideration. If you would be able to see me I would be very 
grateful. I would be able to visit at your convenience. Please 
ring me to suggest a date. 
Regards. 
JUDY MATHARU 
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Appendix E(iii) 
Appendix E ( i v) I 
Brief background to model 
With the advent of a modular curriculum and a restructuring of the 
14-18 curriculun, there has been a significant shift away from didactic 
teaching to~ards a more student-centred approach, in order to cater 
for the changing needs of the individual within these new structures. 
There have been increasing statements from HMI and from developments 
in T.V.E., G.C.S.E., TRIST and CPVE for much more involvement from 
students in the learning process. There is continuing emphasis 
within schools on personal and social qualities as well as academic 
and practical skills through learning tasks which facilitate independence, 
resourcefulness and autonomy of students. 
As a consequence, many authorities have introduced in-service training 
and working groups to explore tl1e need for alternative teaching approaches 
in the context of a changing curriculum. So far physical education 
has not been extensively involved in this process. Much of the 
recent evidence (Spackman 1986, Shelmerdene 1985) reveals that physical 
education teachers use a didactic teaching approach, when many other 
subject areas are moving more towards student-centred learning. 
There is clearly a need to consider whether traditional methods are 
the best means of achieving our objectives within physical education. 
If we are teaching a health focus in physical education where there 
is a requirement for people to accept responsibility for decision-
making about their lifestyles, there would appear to be a need to 
incorporate taking responsiblity for making decisions, otherwise 
we are continuing the age-old questionable practice of "telling" 
people what they should do and assuming they accept and do it. 
Therefore I set out to identify ways in which physical education 
can incorporate a repetoire of teaching strategies which are student-
centred. 
The first stage of this project is the production of a framework 
or model which can be used as a basis for developing such strategies. 
From an examination of the available literature and from interviews 
with colleagues working in this field, I have identified four key 
components which form the central concepts of a student-centred approach. 
These are: 
STUDENT-CEtmmo LEARNING IN PHYSICAL EDUCATIOO 
learning 
from doing 
involves 
sharing 
in learning 
ownership 
of learning 
self-
errqmwermen t 
These components provide a focus for identifying key elements (as 
outlined on the four sheets enclosed) and therefore provide a framework 
for selecting teaching strategies which foster these elements. 
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i) Learning from doing bases learning on the outcome of students' 
experiences and feeds back this learning into the next planning 
phase. It acknowledges that the use of direct personal experience 
of the different challenges of physical education is a powerful 
learning medium, when planning and reflection are structured to 
become an important part of the process. Clearly physical education 
has always been mainly concerned with 'learning from doing' through 
engaging students in activity, but the critical factor needs to 
be not the 'doing' but the nature of the learning process which 
is taking place. Although students may be physically active, 
they may be making little or no contribution other than simply 
physically participating, thus missing out on a rich and varied 
source of learning potential. 
ii) Sharing in learning allows students to be part of the planning 
process - which implies a fundamental change in teacher/student 
relationships and in the role of the teacher. Essentially, students 
are encouraged to participate fully in and take responsibility 
for their own learning, through negotiation and consultation wherever 
appropriate and through sharing and working with others, either 
as partners or as part of a team. 
iii) Ownership of learning acknowledges a student's involvement in 
planning and decision-making about personal activity patterns 
and the means of progressing in activity. It recognises the 
need for freedom to explore one's own response to tasks and challenges 
within physical education and the need for opportunities to take 
and accept responsibility to enhance personal commitment to one's 
own learning. 
iv) Self-empowerment aims to foster increasing independence and autonomy 
by allowing students' access to the means of becoming both 
accomplished and knowledgeable about activity and sufficiently 
personally and socially skilled to seek continued involvement 
and enhanced enjoyment. The ultimate aim is to liberate students 
with the means to making regular activity an important part of 
their lifestyles. 
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"' .... 
.... 
learning from doing 
(embraces approaches such as ''experiential learning", "active learning") 
involves 
Use of direct personal experiences as the 
basis for developing knowledge, understanding 
and skills 
Students are "actively" rather than "passively" 
involved in the learning process 
Increased personal understanding will only 
be encouraged through internalising direct 
personal experiences, students will need to 
find out for themselves, rather than have 
all experiences structured or imposed by 
the teacher. 
The teacher is an enabler and facilitator 
rather than a "giver of knowledge". 
There is emphasis on the 
planning 
and reflection stages 
of experiences, with students 
actively involved in these stages, 
as well as in the "doing" stage. 
The recognition that all three stages 
of an experience have importance and form 
a valuable medium for learning 
Review/reflection/evaluation are central. 
Students are guided to recogn1se their 
own rtevAinpment and learning and take 
rm;ponsihi I i Jy ror sur.h. 'lhorororu 
there must be emphasis on student self-
assessment through a variety of medium. 
w 
.... 
1\l 
sharing 
participating in the learning 
process 
planning: negotiation and 
consultation wherever appropriate 
The approach is participatory: 
the learning comes from the 
experience o~ being involved. 
Assumes that every individual has 
a positive contribution to make 
in the group - both students and 
teacher can share in the learning 
process. 
involves 
learning with and from others 
Increased self-awareness and fostering of 
tolerance and sensitivity towards different 
views and perspectives, thus mutual 
respect between students is enhanced. 
Students become more articulate about 
themselves and more socially competent 
and confident from working and learning 
·with others. 
Many aspects of personal and social 
developnent are encouraged through 
sharing in the learning process. 
w 
..... 
w 
ownership [individual and as part of a group or team) 
Setting and achieving one's 
own targets 
Students being involved in the 
- planning 
- carrying out 
- checking up 
of their targets. 
Conrnitment to a 
personal goal may 
enhance motivation. 
Acknowledges recognition 
of each individual's 
needs and interests. 
involves 
using the imagination to 
create something of one's own 
encourages a sense of 
ownership of response, 
values student ideas 
and imagination. 
making a personal 
response to tasks 
or challenges 
encourages individual 
freedom to explore 
own response to 
activity, according 
to ability and 
interest 
a)assuming responsibility for 
[i) the direction of work 
[ ii l learning 
[iii) decisions made 
b)taking and accepting 
responsibility both as 
an individual and as 
a group 
preconditions are that 
the learner has 
a) the ability 
b) the motivation 
c) the will 
d) the interest 
to a) accept responsibilit~ 
b) be responsible 
and to make decisions 
independently of the 
teacher 
Increase individual 
and group responsibility 
for decisions taken 
"' 
moving from dependence 
towards independence 
this means being given the 
opportunity to have freedrnn 
to exercise choice and n~ke 
decisions 
being allowed to work 
independently from the 
teacher, with the right 
amount of support, as 
appropriate 
personal autonomy can be 
promoted through this 
approach 
self -FlmpowFJn:JCn t 
involves 
recognising improvement can be 
made;having control over what 
can be accomplished 
allowing students access to the 
1reans of becoming accomplished 
in activity 
recognising student achievement 
and success and placing status 
upon it 
providing for and encouraging 
excellence 
implies self-esteem grows 
opportunities for achieving 
success 
Improvement 
mastery 
Will be important in enhancing 
self-esteem, as will reducing 
failure. 
Feeling useful, wanted and 
valued. 
Feeling involved in the life 
and workings of physical 
education. 
-The need for a supportive and 
enabling atmosphere within 
physical education (context). 
Strategies fur learning from doing 
1 ) PERSCNAL IS ING DIRECT EXPERIENCES , 
ASKING SlUDENTS 10 CCNSIDER TilE 
ACTIVIlY TiffiY ARE INVOLVED IN, 
2) PAUSING 10 REFLECT ON A 
PARTICULAR SilUATION DURING A 
LESSeN 
3) BECCMING FULLY INVOLVED IN 
ACTIVIlY 
4) INTRODUCING SIMPLE REFLECTICN 
AND REVIEW OF EXPERIENCE 
(Students are consulted-
their thoughts and Ideas are 
of importance and are given 
an outlet. Takes a little 
time). 
5) MJRE EXTENSIVE REFLECTICN AND 
REVIEWING 
(Useful for: 
- teachers[know students better 
record s tudento' work) 
- students 
- employers, parents) 
In games-making, where students have devised 
their own game, rules, etc., pausing to consider 
"what is happening? .•.•. " 
"what are the problems? •••.. " 
"what can you suggest to solve it? ..... " 
Students are responsible for solving the 
problems and suggesting the next step, to 
improve their game. 
Consider what is happening to 
focusing on 
the individual, by 
"I low does this feel? ... , •• " 
or asking an individual to reflect on his,ber 
particular situation 
"lihy is your shot falling? ....••. " 
"IVhat could be done to improve the situation? .•• " 
Student plans the next move, as an alternative 
to teacher immediately suggesting how to 
improve/progress. 
Using mental imagery, fantasy, the "inner-game". 
I) Go round a circle- each student says one 
word which sums up his feelings about the 
activity/his progress/what he's learnt 
today. 
(Gives a quick idea of group feeling). 
li) In pairs, tell your partner "1 good thing, 
1 bad thing" which happened in today's 
lesson. 
ill) On leaving the gym, write same as (Ill on 
two flip charts on the wall. 
Check lists/ideas sheets/ review sheets at the 
end of a unl t of work. · 
Student achievement sheets, with comments from 
students and staff leading to a statement of 
achievement. 
Student self-profile for example, throughout a 
health-related fitness module, comprising a 
cant: .... 
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Strategies for shdrlng In learning 
1) RECIPROC.\L TE-\CHING 
Consider: 
resource sheets; work cards. 
How to give post tive reinforcement. 
2) WJRKING WITH OTHERS 
3) SPORTS LFADERSHI P, 
CQ.t.RJNITY PROJECTS, 
HELPING OTHERS INTO ACTIVITY. 
(Giving this type of work 
status and recognition wl thin 
!'he school) 
4) INCREASING AWARENESS AND 
RESPONSIBILITY FOR OTHERS 
(Teacher attitude and atmosphere within 
lesson can do much to make this an 
Important focus, with status afforded 
to helpers). 
5) 
6) 
SMALL GROUP CO-OPERATION 
EXERCISES 
SHARED GOAL LEVELS 
~In athletics, g~mnastlcs, with pupil 
assuming a "pupll-teacher" role and 
taking responsibility for a partner. 
i) providing opportunities for leading a 
group, teaching a group something 
specific, ~· games, act as a coach 
to your team, instruct, coach, observe, 
give feedback; dance, teach a small 
group a dance you've choreographed. 
11) use pupil expertise (possibilities for 
upper school) e.g. principles of self-
defense 
i) Extra-curricular - assuming responsibility 
for helping younger participants at clubs 
or practices. 
11) Helping others In activity/sport (wider 
community) e.g. toddlers In Mums 6 
Toddlers gym classes: pre-school swim-
ming; coaching assistance to younger 
players In community teams, helping 
the elderly in activity. 
Ill) \Vorklng for others, organising and 
participating in an event to benefit 
others, ~· fun-run or special event 
such as a display of work, supporting 
local events through participation. 
E~ample of small step in this direction -
for the last 5 minutes of the lesson, go to 
someone you feel you may be able to help 
~· demonstrate 
or support 
or observe and give feedback and 
encouragement 
Co-operative games; devising own games: 
using declsion-~aking, proble~-solvlng; 
outdoor challenges - survival games using 
problem-solving tasks. . 
Provide for partner or small group work 
towards a shared goal, e.g. group learning 
a particular skill In basketball, or gym-
nastics or when using ldlvlduallsed Instruc-
tion strategies such as task cards or con-
tracts, pupils could work In pairs or groups 
to urge each other and give feedbat;k towards 
" 11mi l 
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Strategies of ownership of learning 
1) SETTING AND ACHIEVING OOE' S 
01\N OJALS OR TARGE.TS. 
(Allowing time for target setting: 
checking up on progress and 
achievements, recording same. 
Giving positive reinforcement. 
Placing status on achieving one's 
own targets) 
2) 
3) 
ALI...OV FOR SllJDENT CIDICE 
WITHIN ACTIVITIES 
(Resources, workcards to 
support activity) 
PLAN/ORGANISE/AllviiNISTER A 
SPECIAL EVENT 
(Teacher acts as support, 
advises ·when appropriate) 
4) NEOOTIATION 
(Teacher has contribution as 
well as students) 
(Negotiation, planning contract, 
recording progress, assessment 
and evaluation) 
i) E:<amples - improving one's own performance, 
perhaps in a circuit or improving a 
personal best. 
' ii) Planning one's own programme to meet a I 
specific aim~ a weight training programme 
and carrying it out or a target of learning I 
a particular skill by a certain date deadline 
and working towards this goal. 
i) task cards outlining a progression of 
challenges - students choose which ones 
they will do (so many out of 15) 
ii) choice at the end of a games lesson of 
either: 
i) 
11) 
ill) 
iv) 
-participate in a competition (SvS game) 
- officiating practice 
- individual skill practice 
- help/coach another player 
a vlsi t or trip 
an inter-school fixture 
an internal school competition 
a display or exhibition of work 
i) of ground rules necessary for P.E. to be 
11) 
(l) 
(ll) 
(lll) 
safe 
non-threatening for all students 
a pleasant environment for staff 
and students to share. 
Contract learning 
Negotiation of activities to be followed 
(possibilities for work in the upper 
school). 
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Strategies for self-empowerr:tent 
1 I HA\ ING FREEIXM 10 MAKE 
DECISIONS, CHJICES AND 
TAKE RESPONSIBILITY 
2 I DEVELOP 0\'IN INTEREST; 
SPECIALISE IN ACTIVITY 
(Role of teacher as supporter. 
Links with the comnuni ty and 
support of outside agencies) 
. 3 I ENIWICE SELF -ESTEEM 
Allowing students access to 
mastering skills 
(recognising achievement and 
giving it status) 
4) ENCOURAGING PERSONAL STRIVING; 
SETTING CHALLENGES 
~ In a fitness module, following a 
general Introduction to the principles of the 
course, students opt and construct their own 
programmes e.g. In weight-training, running, 
circuits, aerobics. 
Students pursue mm particular interest, 
possibly out of school, at a local centre or 
club, or within school, recording own 
progress and reporting back, receiving help 
and support as appropriate. 
i) Allow each to succeed at mm level by 
providing stepped challenges -
differentiation within a task (e.g. in 
circuit work, gymnastics, athletics, 
games tasks) 
ill Providing time for students to practice 
something they would like to master/ 
achieve. 
iii) Implications for upper school options? 
How appropriate are "taster" sessions -
if students are to be sufficiently 
"empowered" with the necessary skills 
and confidence to pursue activity? 
Perhaps complete modules are more 
conducive to further participation? 
See 'Athletics Challenges' (Health and Physical 
Education Project, Loughborough University) for 
individual and team challenges, based on 
athletics. 
"How far can you run in 5 secs? ..•••• • 
(Student marks spot with marker). 
"Can you try and b[jat it this time? .... ·" 
This and many other examples of challenges to 
reinforce personal striving are included. 
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EVALUATicx-ISHEET 
1. (a) Do you understand the terms Identified In the model and how 
they ere used? If not please Identify where the problem lies. 
(b) What do you think the model Is attempting to do? 
2. Do you feel this provides sufficient guidelines for identifying 
appropriate teaching strategies? If not, please outline why not. 
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3. Do you foresee any problems occurring in implementing teaching strategies 
based on this model? If so, can you list them in order of priority. 
4. Do you feel there is a need for in-service training to implement 
the type of strategies as outlined? If so, please outline the type 
and nature of the in-service you would like to see. 
5. Any other comments. 
WANK YOU FOR YOUR HELP 
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Mr C Wise 
Senior Adviser 
Gloucestershire Coun~ Council 
Shire Hall 
GlOUCESTER 
GLl 2TP 
Dear Mr Wise 
5 Ivy Close 
Stoke Golding 
Near Nuneaton 
warns. CV13 61lH 
6th January 1987 
I an writing to confirm that I shall be visiting you at 
Shire Hall on Tuesda;y, January 13th at 9.00 a.m. to discuss nw 
work. Thank you for giving up some of your time, from what I an 
sure is a ~ schedule. 
I look forward to meeting on the 13th. 
Yours sincerely 
JUDY f.lATHARU 
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Tel: 
Hinckley (0455) 212084 
Dr. K.B.Everard, 
2, Fern Grove, 
Welwyn Garden City, 
Herts. 
ALB 7ND. 
Dear- Dr. Everard, 
Appendix F(i) 
'Lyndale ', 
5, Ivy Close, 
Stoke Golding, 
Nr-. Nuneaton, 
Warks. CV13 6HH 
15th December, 1986, 
I write to you, following my discussion with Roger Orgill of the Sports 
Council on using experiential learning within physical education. 
I am Head of a physical education faculty at a Coventry Comprehensive 
and have been seconded by Coventry L.E.A, for one year to Loughborough 
University to conduct some research into active learning within physical 
education - to develop strategies for physical education teachers in 
adopting a student-centred approach, rather than the more traditional 
teacher or subject-centred approach. 
As you can imagine, this is quite a break-through for physical education! 
when so much of what we do is teacher and subject-centred and class-paced. 
I am exploring various projects, initiatives etc. which use experiential 
and participatory learning as central to their philosophy and attempting 
to identify key elements which may be applicable to physical education -
hence my meeting with Roger to try and find out more about the philosophy 
of outdoor education which is clearly far ahead of physical education 
in general in using this approach, 
Roger gave me some useful references and sources of information, one 
of which was your paper on "Development Training - Progress and Prospects" 
which I have found very useful and interesting, Roger suggested I make 
contact with you in that you may be interested to hear of my secondment 
by Coventry L.E.A. and the work I am involved in, It seems my study is 
long overdue I Everywhere I go, it seems physical education teachers 
are searching for ideas and help with the approach, rather than the 
content if we are to effectively help young people to understand the 
possib1lit1es and benefits to themselves of exercise and activity and place 
personal commitment to it by adopting an active lifestyle. 
Therefore, as you can imagine, my study is proving exciting and very 
relevant to my work in school, I am currently engaged in drawing up a 
model for adopting a student-centred approach within physical education 
which I intend to circulate next year for scrutiny from experts in the 
field, in addition to headteachers, advisers and teachers of physical education. 
continued . .... 
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I would certainly be pleased to receive your comments and criticisms 
of the model if you would be interested ? 
Yours sincerely, 
JLDY MATHARU 
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TelephonP: 0707 3206?4 
Judy Natharu 
'Lyndale' 
5 IV)' Clos .. 
Stoi<P Goldln3 
Nun .. alon CVI3 61lH 
2 Fern 
w .. twyn 
Uert!l. 
Appendix F ( ii l. 
Orttveo, 
Gardt:-n City, 
AL9 7ND. 
29 D•ternber l9B6 
lh~nk you for your letter of I~ DeteMbrr, which r ~m qendln:J on to Brath~y HAll, 
n!l I !IUSpeet there 1!1 someone there, 1oltl1 epperlente of PE tea~hlng, much mere 
q•~allflf>d than I to reply. 1 
t Pm afr•:!.ld Tny t!!'xpe.rl'.!'nc:e cF phy!:'lt:-!1 ~tfur-at.lnn Ill ~chottl tlt\"J Dltl!' oF joYle.,s 
C'lreetd end mise,..)", tor uhlr:h I Hi!!!!i 1Pbt=~ll~d a clc-sy And P bRb}'• Pnd I 3at.h~r frnm 
u~tchlng films lihP 'K"'!I' that th..r~> "'""' !lt.l 11 ri?:Jim"" tlu>t P.ppro,dmPl" to lh'> 
one ~nder whtc:ft 1 suff9r~d. If ~omroltP ltP~ r~~p~ct~d my fe~lln~~ end h~Jp~d m~ 
tn c:~m~ to terms with th~ro ln~~~Ad of dl~p~r~3lng tlt~m, I ~xpect I ~••~uld hav~ 
mor'! posttlv" f.,ellng,. tnll.,t'o:l!! !School PI:. F'ortunat,.ly 1 dl.,cover!>d th!> joys of 
rowln3 1 welhlng and campln3 lat~>r In liFe, !IO nM not "ntlr~>ly lost to the tause 1 
I tt1lnl{ v~rlety nnd chotre, ~ath~r than r~glm~t•t~tlon, enc~u•·~9~m~nt rnth~r th~tl 
rtdtculP, ~trt1rtured r~vtew of ~vp~t~trnc~, h~tn1l119 out ln1tvt~val ~tffe~~nt~~, 
t·~lh~r than es~umptlon th~t lt I~ uniformly 9ctecl for p,,~rycnP, r~np~ct for 
lndl'lldua.t~· dlffll!'rent thte!;hcld-:; of lol~r~tncr., C'nl1 mer'!" ~?mphet!'tltt on 1n•1tnnt 
~uppot•t and c~-cperallon retll~r then (hut r.ot r.xclttdln9) tomp~ttlton, Rr~ ~nM~ 
of the devO>Iopment trnlnln~ prlnclpl~!! th~t I wnuld llh~ to ~~e lntrnduc~~ ln~o 
phy .. tcal education. It 1-1ould b'! ~>'<r~>ll~nt, \"'•1, H 50m'>hou lt could hP. i 
'!Xp~rl.,nced Rg part of th'> dev•lrpmP.nt of tit~ whnle per~on !Body, mind ~noJ 
gplrltl 1 reth~>r than sep!!rat., frnm oth"'' !lubj<?tt~ In thP c•trf'lculum. 
Slnc:e yo•i are In Cov@'ntry, I ~'-'99~9l )'OIJ c:untac:t th~ Clf:y Challi!!nq~ rJ-!"pE't•ttne.nf: 
of nutw~rd Bouttd, n~ Mcr~9 9mtttl tt~J. 2~281) h~~ bPPh v~ry MUCh Involved wttlt 
d-.v~lopment training for 16-19 >'~"r old~ In your arpa, enoJ m .. )' h!!v .. !lome ugeful 
Id"""· 
I think prar.:tlt.lonf&~S such a~ t1'3r~:r, An':! uhtt~v~r'r.:cnt~t:t!t you tr-orn Bt~a-thE!Iy, 
wnuld he mor~ helpful than I could be I•• tomm~ntlng on your mnd~>l. Admltt .. ~ly I 
hi"\V!!t had head t.C!'At:hl!!r!J l\b~~lll'l9 dotHl tr~"'!~ In m)' '!Chnnl rna.nag'!'mC!rtt t.r~lntn~ 
worh, but my knowled~e of ~chnol phy~lcal ~dut~llnn I~ ~sdly deficient. 
nny1111y, 90nd tuck wl th your r~""arch: 
.~ ... 
. . 
Your~ slncbrery, fil:.; ·~ 
I< P Fversr-d 
!tnoJep~>ndenl Chelrm~n of DTAPI 
., 
., t-~ ~ ~IJ 
I nm ~ur~ lt will prov~ uqeful' 
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Ref: JM/VJF 
Mr T O'Comor 
Senior Training Adviser 
Cumbria Accredited Training Centre 
Centre for Youth Learning 
Old Brathay 
Ambleside 
Cumbria 
Dear Mr 0 'Comor 
5 Ivy Close 
Stoke Gelding 
Near Nt.meaton 
Warwickshire 
CV13 6HH 
Telephone : 0455 212084 
17th February 1987 
I have been seconded by Covent~ L.E.A. to Loughborough 
University to work towards an M.Phil. and I am undertaking sane 
research into student-centred learning within physical education. 
I have been in touch with Roger Orgill of the Sports 
Council, who suggested that I contact Dr Bertie Everard as he was 
experienced and interested in this approach through his work as 
Chairman of the Developnent Training Adviso~ Group. 
He in turn, suggested that I contact you, with a view 
to finding out more about the developnent training approach. 
I enclose sane of 11'\Y initial thoughts on a framework 
for student-centred learning in P.E. for your consideration. If 
you would be prepared to be interviewed, about your work, I would 
be ve~ gratefUl. Obviously, I would visit at your convenience. 
I look forward to hearing from you. 
Yours sincerely 
JUDY MATHARU 
Enclosures Framework and Strategies and Evaluation sheet 
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Appendix H (i) 
5 IVY CI.IEE, 
SIUKE OJUJING, 
Nr. NI.JNEA"Im, 
WARKS., CV13 6HH. 
Tel: (0455) 212084 
2nd March, 1987. 
Dear Colleague, 
Having examined and discussed with many colleagues working ,in the field 
of active or experiential learning, their approach or philosophy to 
involving students in their 01~1 learning, I am attempting to develop 
a framework for student-centred learning in physical education. 
I have identified four key ele~nts, namely: 
(I) 
( ii) 
( ii I l 
(iv) 
learning from doing 
sharing In learning 
ownership of learning 
self-empowerment 
which I feel fonn the central concepts of a student-centred approach. 
I have outlined on each of the enclosed sheets, the key elements or 
underlying features behind each of the four aspects. 
I am now in the process of developing teaching strategies for each 
element, some of which are enclosed for your consideration. 
I would be very grateful to receive your comments, criticisms or Ideas 
relating to the model and strategies. To that purpose an evaluation 
sheet is enclosed, for your convenience. Your responses as Heads 
of Physical Education will form an important collection of data for 
my research and will be taken into consideration in modifying the framework 
before it is field-tested in schools. 
I shall be present at the Heads of Physical Education Departments meeting 
on May 11th and will be pleased to receive evaluation sheets then. 
I hope this does not prove too onerous or time-consuming. Thank you 
very much for your help- it is much appreciated. 
Yours sincerely, 
JUDY t#.THARU. 
(Seconded from Woodway Park 
to Loughborough University). 
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H (i ) continued 
- 2 -
i) Learning from doing bases learning on the outcome of students' 
experiences and feeds back this learning into the next planning 
phase. It acknowledges that the use of direct personal experience 
of the different challenges of physical education is a powerful 
learning medium, When planning and reflection are structured to 
become an important part of the process. Clearly physical education 
has always been mainly concerned with 'learning from doing' through 
engaging students in activity, but the critical factor needs to 
be not the 'doing' but the nature of the learning process Which 
is taking place. Although students may be physically active, 
they may be making little or no contribution other than simply 
physically participating, thus missing out on a rich and varied 
source of learning potential. 
ii) Sharing in learning allows students to be part of the planning 
process - which implies a fundamental change in teacher/student 
relationships and in the role of the teacher. Essentially, students 
are encouraged to participate fully in and take responsibility 
for their own learning, through negotiation and consultation lvherever 
appropriate and through sharing and working with others, 9ither 
as partners or as part of a team. 
iii) Olvnership of learning acknowledges a student's involvement in 
planning and decision-making about personal activity patterns 
and the means of progressing in activity. It recognises the 
need for freedom to explore one's ~vn response to tasks and challenges 
within physical education and the need for opportunities to take 
and accept responsibility to enhance personal commitment to one's 
own learning. 
iv) Self-empowerment aims to foster increasing independence and autonomy 
by allowing students' access to the means of becoming both 
accomplished and knowledgeable about activity and sufficiently 
personally and socially skilled to seek continued involvement 
and enhanced enjoyment. The ultimate aim is to liberate students 
with the means to making regular activity an important part of 
their lifestyles. 
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Appendix H ( i) 
Brief backgr<Juml to model 
With the advrnt of a modular curriculum and a restructuring of the 
14-18 curricultll1, there has been a significant shift away from didactic 
teaching tm1nrds a more student-centred approach, in order to cater 
for the changing needs of the individual within these new structures. 
There have been increasing statements from HMI and from developments 
in T.V.E., G.S.S.E., TRIST and CPVE for much more involvement from 
students in the learning process. There is continuing emphasis 
within schools on personal and social qualities as well as academic 
and practical skills through learning tasks which facilitate independence, 
resourcefulness and autonomy of students. · 
As a consequence, many authorities have introduced in-service training 
and working groups to explore the need for alternative teaching approaches 
in the context of a changing curriculum. So far physical education 
has not been extensively involved in this process. Much of the 
recent evidence (Spackman 1986, Shelmerdene 1985) reveals that physical 
education teachers use a didactic teaching approach, when many other 
subject areas are moving more towards student-centred learning. 
There is clearly a need to consider whether traditional methods are 
the best means of achieving our objectives within physical education. 
If we are teaching a health focus in physical education where there 
is a requirement for people to accept responsibility for decision-
making about their lifestyles, there would appear to be a need to 
incorporate taking responsiblity for making decisions, othenvise 
we are continuing the age-old questionable practice of "telling" 
people what they should do and assUI!Jing they accept and do it. 
Therefore I set out to identify ways in which physical education 
can incorporate a repetoire of teaching strategies which are student-
centred. 
The first stage of this project is the production of a framework 
or model which can be used as a basis for developing such strategies. 
From an examination of the available literature and from interviews 
with colleagues working in this field, I have identified four key 
components which form the central concepts of a student-centred approach. 
These are: 
STIJDENT-CENTRED LFARNING IN PHYSICAL EDUCATION 
learning 
from doing 
involves 
~~ 
sharing ownership 
in learning of learning 
self-
empowerment 
These components provide a focus for identifying key elements (as 
outlined on the four sheets enclosed) and therefore provide a framework 
for selecting teaching strategies which foster these elements. 
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learning from doing 
(embraces approaches such as "experiential learning", "active learning") 
involves 
Use of direct personal experiences as the 
basis for developing knowledge, understanding 
and skills 
Students are "actively" rather than "passively" 
involved in the learning process 
Increased personal understanding will only 
be encouraged through internalising direct 
personal experiences, students will need to 
find out for themselves, rather than have 
all experiences structured or imposed by 
the teacher. 
111e teacher is an enabler and facil ita tor 
rather than a "giver of knowledge". 
There is emphasis on the 
planning 
and reflection stages 
a f expen ences , with students 
actively involved in these stages, 
as well as in the "doing" stage. 
The recognition that all three stages 
of an experience have importance and fonn 
a valuable medium for learning 
Review/reflection/evaluation are central. 
Students are guided to recognise their 
own rlevelopment and learning and take 
l"ll"l"lll"ihi I i ly fnr sw.il. '111t:roforn 
llmrn must be emphasis on student self-
assessuxmt through a variety of medium. 
:c 
" 0 ;:l 
<r 
.... 
;:l 
c 
" c. 
H (i) continued 
Strdte~les fur learning from dolng 
1) PERSONALISI:-JG DIRECT E.WERIENCES, 
ASKING STUDE.'ITS 1D CONSIDER TilE 
ACTIVllY THEY ARE INVOLVED IN. 
2) PAUSING 1D REFLECT ON A 
P.".RTICULAR SIWATION DliRING A 
LESSON 
3) BECCf-IING FULLY INVOLVED IN 
ACTIVllY 
4) INTRODUCING Sl~~LE REFLECTION 
AND REVIEW OF EXPERIE'ICE 
(Students are consulted-
their thoughts and ideas are 
of importance and are given 
an outlet. Takes a little 
time). 
5) ~ORE EXTENSIVE REFLECTION AND 
REVIEWING 
(Useful for: 
- teachers[know students better 
record s tudenm' work] 
- students 
- employers, parents] 
In games-making. where students ha~e de\ised 
their 01m game, rules, etc., pausing to coastdcr 
""hat is happening? ...•. " 
"what are the problems? ...•• " 
"what can you suggest to solve it? ..•.. " 
Students are responslble for solving the 
problems and suggesting the next step. to 
lmpro~e their gaMe. 
Consider what is happening to the individual, br 
focusing on 
"How does this feel? ..••.. " 
or asking an individual to reflect on his,~er 
particular situation -
"\vhy is your shot falling? ....... " 
"\lha t could be done to improve the situation? ... " 
Student plans the next move, as an alternatl~e, 
to teacher immediately suggesting how to 
improve/progress. 
Using mental imagery, fantasy, the "inner-game". 
1) Go round a circle - each student says one 
word which sums up his feelings about the 
activity/his progress/what he's learnt 
today. 
ii) 
(Gives a quick idea of group feeling). 
In pairs, te 11 your partner "1 good thing·, 
1 bad thing" which happened in today's 
lesson. 
ill) On leaving the gym, write same as (il) on 
tt1o flip charts on the wall. 
Check lists/ideas sheets/ review sheet.s at the 
end or a unit of work. 
Student achievement sheets, with comments from 
students and staff leading to a statement of 
achievement. 
student self-profile for example, throughout a 
health-related fitness module, comprising a 
cont. .• ·· 
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sharing 
participating in the learning 
process 
planning: negotiation and 
consultation wherever appropriate 
The approach is participatory: 
the learning comes from the 
experience of being involved. 
Assumes that every individual has 
a positive contribution to make 
in the group - both students and 
teacher can share in the learning 
process. 
involves 
leaming with and from others 
Increased self-awareness and fostering of 
tolerance and sens1tivity towards different 
views and perspectives, thus mutual 
respect between students is enhanced. 
Students become more articulate about 
themselves and more socially competent 
and confident from working and learning 
wi th others. 
Many aspects of personal and social 
developnent are encouraged through 
sharing in the learning process. 
.... 
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H ( i) continued 
! 
Strategies for sharing in learning 
1) RECIPROC.:.-'IL TE>.CHING 
Consider: 
resource sheets; work cards. 
How to give post live reinforcement. 
2) \IORKING WITH OTHERS 
3) SPORTS LEADERSHIP, 
CCI\I\IUNI1Y PROJECTS, 
HELPING OTIIERS- JN10 ACTIVI1Y. 
(Giving this type of work 
status and recognlt ion within 
the school) 
4) INCREASING AWARENESS AND 
RESPONSIB1LJ1Y FOR OTHERS 
(Teacher attitude and atmosphere within 
· lesson can do much to make this an 
important focus, with status afforded 
to helpers). 
5) SMALL GROUP CO-OPERATION 
EXERCISES 
6) SHARED GOAL LEVELS 
~in athletics, g~mnastlcs, with pupil 
assuming a "pupll-teacher" role and 
taking responsibility for a partner. 
i) providing opportunities for leading a 
group, teaching a group something 
specific, ~· games, act as a coach 
to your team, instruct, coach, observe, 
give feedback; dance, teach a small 
group a dance you've choreographed. 
ill use pupil expertise (possibilities for 
upper school) e.g. principles of self-
defense I 
I) Extra-curricular- assuming responsiblllt~ 
for helping younger participants at club 
or practIces. 
ll) Helping others in activity/sport (wider 
community) e.g. toddlers in~ 6 
Toddlers gym classes: pre-school swim-
ming; coaching assistance to younger 
players in community teams, helping 
the elderly in activity. 
lli) Working for others, organising and 
participating in an event to benefit 
others, ~· fun-run or special event 
such as a display of work, supporting 
local events through participation. 
Example of small step in this direction -
for the last 5 minutes of the lesson, go to 
someone you feel you may be able to help 
~· demonstrate 
or support 
' 
or observe and give feedback and 
encouragement _: 
Co-operative games; devising own games; 
using decision-making, probleM-solving: 
outdoor challenges - survival games using 
problem-solving tasks. . 
Provide for partner or small group work 
towards a shared goal, e.g. group learning 
a particular skill in basketball, or gym-
nastics or when using idividualised instruc-
tion strategies such as task cards or con-
tracts, pupils could work In pairs or groups 
to urge each other and give feedback towards 
" Qn~ I 
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ownership (individual and as part of a group or team) 
Setting and achieving one's 
own targets 
Students being involved in the 
- planning 
- carrying out 
- checking up 
of their targets. 
Comni tmen t to a 
personal goal may 
enhance motivation. 
Acknowledges recognition 
of each individual's 
needs and interests. 
involves 
using the imagination to 
create something of one's own 
encourages a sense of 
ownership of response, 
values student ideas 
and imagination. 
making a personal 
response to tasks 
or challenges 
encourages individual 
freedom to explore 
own response to 
activity, according 
to abi h ty and 
interest 
a)assuming responsibility for 
(i) the direction of work 
( ii) learning 
(iii) decisions made 
b)taking and accepting 
responsibility both as 
an tndividual and as 
a group 
preconditions are that 
lhe learner has 
a) the ability 
b) the motivation 
c) the will 
d) the interest 
to a) accept responsibility 
b) be responsible 
and to make decisions 
independently of the 
teacher 
Increase individual 
and group responsibility 
for decisions taken 
(') g 
er 
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11 ( il continued 
Strategies of 011nership of learning 
1) SEITING ~';D ACHIE\• ING ONE'S 
01\N 01-'.LS OR Ti\RGE:.IS. 
(Allowing time for target setting; 
checking up on progress and 
achie~ements, recording same. 
Giving positive reinforcement. 
Placing status on achieving one's 
own targets) 
2) ALIDV FOR Sl1JDE:ff CHJICE 
WITHIN ACTIVITIES 
3) 
(Resources, workcards to 
support activity) 
PlAN/ORGANISE/All.1INISTER A 
SPECIAL EVENT I 
(Teacher acts as support, 
advises when appropriate) 
NEGOTIATION 
(Teacher has contribution as 
well as students) 
(Negotiation, planning contract, 
recording progress, assessment 
and evaluation) 
1) E.xar,p\es - Improving one's own pedormance, 
perhaps in a circuit or !~roving a 
persona 1 best. 
11 J Planning one's own progranme to meet a 
specific aim !:..:..S.:_ a weight training programne 
and carrying it out or a target of learning 
a particular skill by a certain date deadline 
and working towards this goal. 
1) task cards outlining a progressfon of 
challenges - students choose which ones 
they will do (so many out of 15) 
li) choice at the end of a games lesson of 
either: 
1 ) 
il) 
il i) 
lv) 
i) 
11) 
-participate in a competition (SvS game) 
- officiating practice 
- Individual skill practice 
- help/coach another player 
a vis! t or trip 
an inter-school fixture 
an internal school competition 
a display or exhibition of work 
of ground rules necessary for P.E. to be 
(I) 
( il) 
(ill) 
safe 
non-threatening for all students 
a pleasant environment for staff 
and students to share. 
Contract learning 
Negotiation of activities to be followed 
(possibilities for work in the upper 
school). 
, 
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moving from dependence 
towards independence 
thts means betng given the 
opportunity to have freedom 
to exercise choice and make 
decisions 
hetng allowed to work 
i nrlependen tly from the 
tPar.her, with the right 
mnount of support, as 
appropriate 
personal autonomy can be 
promoted through this 
approach 
so 1 f -C)!nrmvnn·Irn t 
involves 
recognising improvement can be 
n~de; having control over what 
can be accomplished 
allowing students access to the 
means of becoming accomplished 
in activity 
recognising student achievement 
and success and placing status 
upon it 
providing fol:" an:! encoul:"aging 
excellence 
implies self-esteem grows 
opportunities for achieving 
success 
improvement 
n~stery 
Will be important in enhancing 
self-esteem, as will J:"educing 
failui"e. 
Feeling useful, wanted and 
valued. 
Feeling involved in the life 
and workings of physical 
education. 
The need fol:" a supportive and 
enabling atmosphere within 
physical education (context). 
n g 
et 
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H (i) continued 
Strategies for self-empo\\err.lent 
1) HWING fnCEill-1 1U M\~ 
DECISIONS, CfOICES AND 
TAKE RESPONSIBILIW 
2 ) DEVELOP 01\N INTEREST; 
SPECI.'\l .. ISE IN ACTIVI1Y 
(Role of teacher as supporter. 
Links wl th the conmunl ty and 
support of outside agencies) 
3) ENHANCE SELF-ESTEEM 
Allowing students access to 
mastering skills 
(recognising achievement and 
giving it status) 
) ENCO\JRAGING PERSONAL STRIVING; 
SETTING CHALLENGES 
~ In a Cltness module, following a 
general introduction to the principles or the 
course, students opt and construct their m1n 
progranmes e.g. in weight-training, running, 
circuits, aerobics. 
Students pursue o11n particular interest, 
possibly out of school, at a local centre or 
club, or within school, recording 01m 
progress and reporting back, receiving help 
and support as appropriate. 
i) Allow each to succeed at own level by 
providing stepped challenges -
dlUerentiatlon within a task (e.g. in 
circuit work, gymnastics, athletics, 
games tasks) 
il) Providing time for students to practice 
something they would like to master/ 
achieve. 
ill) Implications for upper school options? 
How appropriate are "taster" sessions -
if students are to be sufficiently 
"empo11ered" wl th the necessary skills 
and confidence to pursue activity? 
Perhaps complete modules are more 
conducive to further participation? 
See 'Athletics Challenges' (Health and Physical 
Education Project, Loughborough University) for 
individual and team challenges, based on 
athletics. 
"How far can you run in 5 secs? •••... " 
(Student marks spot with marker). 
"Can you try and beat it this time? ••••• " 
lhis and many other examples of challenges to 
reinforce personal striving are included. 
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Appendix I 
North West Region ~SPORTS 
Lancashire, Cheshire. creater Manchester and Merseyside ----------- '==:..C:;;.;O;;..::;U;;.;n:.;:C:::IL~ 
Judy Matharu 
5 Ivy Close 
· Stoke Golding 
Nr. Nuneaton 
Warks. 
CV13 6HH 
29th April 1987 
Dear Judy, 
Student Centred Learning 
North West Region 
Astley House 
Quay Street 
Manchester MJ 4AE 
Tel· 0518340338 
Regronal Drrector· 
Roger Pontefract 
Our ref: 
Your ref: 
Tel contact· 
In connection with the above, and in reply to your letter of April 8th, the following 
comments may be of help. 
I. Colleagues found the document to be most interesting. 
2. It was felt that to fulfill a programme of P.E. teaching along these lines, 
the subject would need to be gtven a much higher profile in the school time-
table. 
3. In terms of layout, pages printed sideways were difficult to read. 
Personally 1 think you should send the document to Sue Campbell at the National 
Coaching Foundation, No. 4 College Close, Beckett Place, Leeds. LS6 JQH with a 
further copy for Mr. David Hemmery, both of whom I have talked to recently about 
the need for new approaches of the presentation of physical education programmes. 
All good wishes, 
Yours sincerely, 
b. IQ~~~ 
rfR:J· ORGILL 
Dtrector 
Outdoor Adventure Programmes 
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Appendix J (!) 
5 IVY CUEE, 
S10KE OJLDING, 
Nr. NUNEA'IOO, 
WARI<S., CV13 6HH 
Tel: {0455) 212084 
2nd March, 1987. 
Dear 
Following our discussion last and similar discussions 
with other colleagues working in different fields using active 
or experiential learning strategies, I am now at the stage of developing 
a model or framework for student-centred learning which can be applied 
to physical education. This is an attempt to identify a possible 
framework for selecting strategies for physical education teachers 
to use. 
I am interested in receiving the impressions and opinions of colleagues 
who are specialists in this area and I would be very grateful to 
receive your comments or criticisms of the framework. In particular, 
if you would consider: 
a) if the model makes sense to you; 
b) are some features out of place or difficult to understand? 
c) are there other factors which you feel should have been 
included? 
d) does the model provide a basic framework for identifying 
strategies? 
e) does it present a coherent picture for adopting a student-
centred approach within physical education? 
I would be very'grateful for your comments on the above, together 
with anything else you would like to comment on. 
I am appreciative of your time and hope this does not prove too 
onerous or time-consuming. 
Thank you for your help. 
With best wishes. 
JUDY M<\TIIARU. 
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Evaluation Sheet: Essex teachers/1\farch 1987 
1. What do you like about the model/strategies? 
2. What do you dislike about the model/strategies? 
3. Do you forsee any problems occuring in implementing teaching 
strategies based on this model? If so, can you list them in 
order of priority. 
4. Do you feel there is a need for in-service training to implement 
the type of strategies as outlined? If so, please outline 
the type and nature of the in-service you would like to see. 
nrANK YOU FOR YOUR HELP. 
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Appendix K 
Ref: JMIVJF 
Mrs M C M Nicholls, B.A. 
Wood~y Park School Community College 
Wigston Road 
Coventry 
CV2 2RH 
Dear MPs Nicholls 
5 Ivy Close 
Stoke Golding 
near Nuneaton 
Warwicks CV13 6HH 
2nd June 1987 
As you know, I am involved at Loughborough in some research into 
student - centered learning in P.~. Consequently I am developing 
a rationale in the form of a model and strategies for such a focus. 
Appendix L (i) 
It is important to receive the reactions of the teaching profession to 
such a model, including those of Headteachers, as well as advisers, 
lecturers and of course, teachers themselves. 
If you could spare the time, I would be very grateful if you woulq be 
prepared to complete an evaluation sheet, which I enclose, together 
with an outline of my ideas. 
Thank you for your help. I know that you are very busy ! 
My regards to all at school. I look for~rd to re-joining you after 
my maternity leave I 
Best wishes. 
JUDY MATHARU 
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Appendix L (ii) 
WOODWAY P/\RK SCitOOL 1\ND COMMUNITY COLLEGE 
WIGSTOJI 110/\ll, 
COVEfiTRV 
CV22RII 
lh~'1d 
Mrs M C M N•t"holls, B 1\ 
MCMN/JF 
4th August, 1987 
Mrs. J. Matharu 
Lyndale 
Stoke Gelding 
HINCKLEY CV13 6HH 
Dear Judy, 
ll'l Cov~>nt'V R1fi1~5 
I must apologise for not contacting you earlier. I can only put it 
down to the pressure of work over the last half-term. 
I read your framework with great interest and look forward to making 
significant progress along these lines at Woodway in the future. 
I hope my few comments will not arrive too late, although I am sure 
that Shirley's professional response will be of much more practical 
help to you. 
I do hope that you are well and looking forward to your leave of 
absence. Please keep us posted about developments. 
Best wishes for a restful summer, 
Yours 
COVEtJlRY EOUCI\TION COMMITTEE 
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University of Tec!Jnology 
LOUGHBOROUGH LEICESTERSIIIRE LEu 3TU Telephone: osog 0&3171 Telex 34319 
DEPARTMENT OF PHYSICAL EDUCATION AND SPORTS SCIENCE 
PROFESSOR H TIIOMASON 
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' . , 
our Rererence t 
ur Rererence : 
lease ask for , 
K.tenslon 
ate 
City of -=-_,._....a 
Coventry 
EDUCATION DEPARTMENT 
Chrlstopher Farmer, MA, 
Director or Educadon 
New Council Offices, ' 
Earl Street, 
COventry, CVt SRS 
Telephone, 0203 25555 Telex , 31469 
Fax ' 0203 20432 
' -
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Essex County Council 
EDUCATION DEPARTMENT 
PO Box 47 Threadneedle House Market Road Chelmslord CMt tLD 
JOMornSMA 
County Educatron Ort~eer 
telephone 267222 ext 2632 date 1 April 1987 
ourref SB.Ma yourref 
enquiries to Miss M Maunder 
Dear Judy 
Thank you very much indeed for sparing the time to come and talk to 
Physical Education teachers in Essex. 
From the evaluation sheets, the teachers felt that your input was far 
too short. I do feel that a whole morning or afternoon would have done 
greater justice to your very valuable research. Perhaps we can book you 
some time in the future? 
Appendix 0 
' 2. ~. \ 2. 
-· , a r 
~. 
Than~ you for an interesting and stimulating account of your work to date. 
I found it fascinating and certainly would like to discuss your work in 
more de tai 1. 
Congratulations on your other "news" and good luck with writing. 
Again thank you for travelling such a distance to provide us with an 
excellent session. 
With best wishes. 
Mrs Judy Matha~ 
5 Ivy Close 
Stoke Golding 
Nr Nuneaton 
Warks 
CV13 6HH 
JP 
Yours sincerely 
M F Maunder 
County Inspector 
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WIUSIIJnE COUNTY COUNCIL 
EDUCA liON DEPARTMENT 
Mrs. J. Mattaruf, 
5 Ivy Close, 
Stoke Golding, 
Nun ea ton 
Warwickshire 
CV13 6HH 
Please ask few 
M.D. Cooper Ext 2321 
Dear Judy, 
Health Start Conference 
Your rei: 
I M Slocomhn M A 
Chi cl Education Ollicer 
County Hall 
ltowhtuhJe BA14R.JB 
Appendix P 
1 Plrplwne Tt owbticl9e 3641 (STD code 02214) 
I eiPx 44340 
Our rei: 
13th July, 1987 
Many thanks for coming to Wiltshire this week and giving us the benefit of 
your-work on the active Life Styles Project and Teaching Styles. 
I hope that the early start was not too demanding and that your journey back 
was a good one. I was extremely interested in your work and I will be pleased 
to hear how it is progressing with your colleagues. 
Several or our teachers did not have time to take notes on your overheads, 
is there any chance of sending the one copy or them so that I may do some 
rurther copies and let them have them. 
We much appreciated your work and round it extremely userul during·our later 
discussions. Many thanks and good luck with the remainder or your research 
and immt~nent arrival. 
Adviser ror Physical Education 
PJO 
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Education Department 
County Hall 
TauntonTA14DY 
tl.;;ix Q 
Somerset County Council rJf 
Barry Taylor 
Chief Education Officer 
Telephone Taunton (0823) 73451 
r 
L 
Mrs Matharu 
5 Ivy Close 
Stoke Golding 
NUNEATON 
Warwickshire 
CV13 6HH 
Dear Mrs Matharu 
., 
-1 
please ask for 
extension 
my reference 
your reference 
date 
Mrs Cavill 
5792 
AD/GC/JS 
18 March 1987 
Thank you for your letter about teaching strategies for physical education 
teachers. We would be very interested in your seconded project. I intend 
to hold a meeting of the project meeting on 6 May. You are very welcome to 
come, listen and share if you feel it appropriate. 
Please contact me in April when I can give you more details of venue, time 
etc. 
Yours sincerely 
( ~~'1-­
\?GWEN CAVILL 
County Adviser for Health-Related Education 
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London Borough of Enfield 
DIRECTOR OF EDUCATION 
G Hutchinson. B A. 
PO BOX 56 CIVIC CENTRE SILVER STREET ENFIELD MIDDLESEX ENI 3XQ 
r 
L 
-, Date 18th May 1987 
Mrs J. Metheru 
Research Student My Rei ADV/LH 
Department of P.E. & Sport Science When callmg ask for Louise Hulbert 
University of Technology Telephone (on thrs matter) 01 ~KX 551-5896 
Loughborough (general) 01·366·6565 ex I 
Leicestershire Telex 893637 LB ENF G 
Your Ref• 
.J 
Dear Judy, 
Many thanks for your input to the two day Health Based P.E. Course 
held in Enfield on 7th and 8th May 1987. 
Your work on alternative teaching strategies was quite new to most 
of the people on the course, but you definitely provided plenty of food 
for thought. Hopefully, after having some time to digest all of the 
information, some staff will feel inclined to try out new approaches. 
Many thanks once again. Hope to see you at Loughborough soon. 
Yours sincerely, 
Louise Hulbert "f. p , 
tjc 
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Appendix R 
STUDENT-CENTRED LEARNING 
INTRODJ JCI!ON 
We might start by asking 'What effect can teaching style have on 
learning?' 'Does it matter about the style of delivery?' If asked to teach a 
class a particular skill or concept, we would probably all do it differently -
some methods are more effective than others. Some might say that how you 
teach matters more than what you teach. There is certainly no magical 
formula and no one way of teaching effectively. 
Traditional didactic methods of teaching have been criticised for their 
'pouring in' rather than 'bringing out' qualities and for not being 
sensitive to the needs and desires of learners. 'Physical educators seem to 
believe that success in teaching is related to students being 'busy, happy 
and good' (Placek, 1983)- is this sufficient? 
Teaching styles can be placed on a continuum -from 
direct/formal/command styles through to indirect/informal/discovery 
styles. Mosston's Spectrum of Teaching Styles- froln command to discovery 
-focuses on teaching as a continuous series of relationships evolving 
between the teacher and the learner. Teaching behaviour is considered to 
be a chain of decisions. The Spectrum is a theory of relationships between 
the teacher and the learner, and the effects on the development of the 
learner. 
Each style has its place in reaching a specific set of objectives; no style, by 
itself, is better or best. The Spectrum allows the selection of an appropnate 
style for reaching a given set of objectives. Successful teaching results 
from matching intentions with actions. 
The ultimate goal is to present teachers with an integrated theory of 
teaching that can lead them to become more flexible, more versatile, more 
deliberate and more effective. 
PRACTICAl. SESSION 
(I) COMMAND STYLE 
Example: totally teacher-directed Warm Up -in a circle, brisk walking, 
jogging, sidestepping, skipping+ shoulder mobility exercises. Call changes 
of direction. Give general feedback on jogging technique and controlled 
mobility exercises. 
Pros: uniformity, control, safety, immediate response, time efficient. 
Cons: limited involvement of pupils (who just follow and obey instructions), 
limited feedback, does not cater for individual differences. 
(2) PRACTICE STYLE 
Example: continue jogging/sidestepping/skipping activities+ shoulder 
mobility exercises anywhere in the room (allows some decision-making by 
the pupils eg. choice of space, pace, order of activities). Teacher 
demonstrates 2 specific stretches - standing calf stretch and standing 
hamstring stretch. After each demonstration, group practise the stretches 
concentrating on correct technique at this stage. Intersperse 
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jogging/sidestepping/skipping with these 2 stretches (allows choice of 
space, pace, order of activities, time spent stretching/travelling). Teacher 
moves around the group members giving individual feedback and 
answering any questions. 
Pros: offers time for learners to work individually and privately; provides 
time for the teacher to offer individual and private feedback to more 
learners. 
Cons: limited involvement of the learner; does not cater for individual 
differences. 
(3) RECIPROCAL STYLE 
Example: group members work in 2s and are given the opportunity to help 
each other- they take turns in being the 'doer' (performer) and the 
observer. The teacher explains the exercises first (side leg lifts and rear 
leg lifts) and checks observation skills and feedback skills. Each pair then 
works from a task sheet. The 'doer' performs while the observer watches 
and then offers positive and, if necessary, corrective feedback. The 
teacher communicates with the observer only, by asking such questions as: 
'How is your partner doing?', 'How Js s/he getting on?', 'Have you told 
him/her what you think?'. 
Pros: develops socialising process (giving and receiving feedback from a 
partner); provides immediate and personal feedback from a peer; relatively 
comfortable sharing environment with a selected partner; develops ability 
to observe, corn pare, contrast, and draw conclusions about performance; 
provides the learner with a much more active role in the learning process. 
Cons: comunication skills can be problematic (pupils need practise in 
giving appropriate feedback); observation and analysis skills may be too 
demanding; much reliance on pre-prepared task sheets; the content of the 
task sheets becomes critical- the teaching is only as good as the task sheets; 
time-consuming (both preparation of task sheets and actual process). 
(4) SELF-CHECK STYLE 
Example: group members Individually follow a task sheet (curl ups and 
push ups) and make decisions for themselves regarding how well they are 
performing the task. They can continue to repeat the task to improve or 
maintain the performance, or go on to a new task. Teacher asks 'How are 
you doing?', 'How did that feel?', 'How was that?'. 
Pros: the learner moves from total dependency on outside sources of 
feedback to begin relying on oneself for feedback; the teacher places value 
on the learner's independence; involves the development of kinaesthetic 
awareness (feedback intrinsic to the task). 
Cons; assumes that the learner can identify his or her own limits and 
successes (and can cope with the demands of comparing and contrasting 
own performance against criteria);.assomes that the learner can use self-
check as feedback for improvement; much reliance on pre-prepared task 
sheets (the content of the sheets becomes critical); may not be appropriate 
for learners who have not attained basic competency in a task. 
(5) INCLUSION STYLE 
Example: group members perform Curl Up and Push Up exercises from task 
sheets offering multiple levels of performance in the same task. The 
learners decide on their individual entry points. The teacher must avoid 
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value feedback referring to the selected level. The objective is to teach the 
learner to make appropriate decisions about which level s/he is most 
capable of performing. 
Pros: inclusion of all learners by creating conditions for successful entry 
points; recognises and accommodates individual differences (the same task 
is designed for different degrees of difficulty); presents opportunities to 
enter the activity at one"s own level; presents opportunities for all learners 
to succeed. 
Cons: much prior preparation; heavy reliance on pre-prepared task sheets 
(the content of the sheets is critical); teacher has to avoid value laden 
feedback; some pupils may choose to underachieve. 
(6) GUIDED DISCOVERY STYLE 
Example: the teacher asks a sequence of questions which systematically 
leads the learner toward discovering a pre-determined target that 
previously was unknown to the learner eg. "after asking a muscle to 
contract (get smaller/tighter) many many times, what can be done to help 
the muscle return to its normal length or to make it longer?"; anticipated 
response: stretch the muscle. Next question: 'can anyone think of an 
exercise that will help to stretch out (lengthen) the muscles across the 
front of your chest?. Have a think about this and try a few different 
exercises for yourself. Let me know if you find a solution: The teacher 
must always wait for the learner's response and offer frequent feedback. A 
climate of acceptance and patience should be maintained. This process can 
be repeated for: the arm muscles (triceps) and the stomach muscles 
(abdominals). Pupils may need to be reminded to hold stretches still and to 
try and relax the muscles being stretched. 
Pros: the learner begins to cross the discovery threshold and work 
solutions out for themselves; the teacher places value on this Increased 
move towards independent learning; the learners are actively Involved in 
their own learning; allows for a variety of solutions at different levels. · 
Cons: the teacher has to carefully pre-plan the sequence of questions and 
the corresponding feedback; the teacher may feel uncomfortable with the 
process -it involves taking a chance by experimenting with the unknown; 
relatively time-consuming; it may prove too difficult for some learners. 
(7) DIVERGENT STYLE 
Example: Group members are asked to follow guidelines for a Cool Down-
(a) Spend 2 minutes performing many different actions that keep your legs 
moving but avoid anything very energetic (like jumping up and down or 
fast jogging). 
(b) Think of a stretch for the following muscles and perform each one for 
about 10 seconds: (i) the groin (the muscles on the inside of the upper legs) 
(jj) the outer thigh muscles (the muscles on the outside of the upper legs) 
(iii) the quads or thigh muscles (the muscles on the front of the upper 
legs). Remember to hold stretches still and to try and relax the muscles 
being stretched. 
(c) Find a position on the floor that is comfortable for you and aim to relax 
your whole body in that position. Close your eyes and try to 'switch off' 
from everything and everybody around you. 
Pros: the learner becomes involved in the process of finding appropriate 
solutions and making evaluative decisions about the discovered solutions (is 
the solution possible/acceptable? Does the solution answer the task?); the 
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learner may cross the discovery threshold and find a solution that is new to 
them (discovery and production of the unknown); the learner is highly 
involved in their own learning; implies that the teacher values the process 
of discovery. 
Cons: the teacher may find the 'waiting'/discovery time difficult; feedback 
by the teacher requires careful thought- the teacher must be able to 
accept divergent solutions presented by the learners; relatively time-
consuming; the process may be too demanding for some learners; this style 
does not suit all tasks. 
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STUDENT CENTRED LEARNING 
FOCUS ONE SHARING IN THE LEARNING PROCESS 
Learning with and from others; involvement in the learning process; g1vmg 
and receiving feedback. Mosston's teaching styles 1-5 are relevant to this 
focus. 
e.g. the Action for Heart Health programme 
FOCUSJWQ: LEARNING FROM DOING 
Planning, Participating in chosen activities, appraisal and evaluation 
e.g. Planning a simple exercise programme, following the programme and 
reflecting on what has been achieved and what one has learned. 
FOCUS THREE: QWNERSHIP OF LEARNING 
Exploring one's own responses to a task; producing something of your own; 
personalising the learning excpereince. 
e.g. The Action for Heart Health programme (becoming aware of the 
effects of exercise on the body, perception of effort); Designing a 
personal exercise programme. 
FOCUS FOUR: MOVING FROM DEPENDENCE TO INDEPENDENCE 
Taking control over one's attempts to learn responsibility. 
e.g. 100 mile club; 1000 points club using an exercise diary. 
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